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ABSTRACT
EFFECTIVE READING COMPREHENSION STRATEGIES
FOR NATIVE AMERICAN ADOLESCENTS
WITH READING DIFFICULTIES
by
Mary C. La Velie
August 2004
The need for culturally appropriate reading comprehension pedagogy for Native
American Adolescents was studied in light of multicultural philosophies. The historical
trend to assimilate this group of students rather than acknowledge their unique
contributions was an area targeted for improvement in this project.
(

A need was

established to target reading comprehension since the evidence points to a lack of explicit
instruction in this area for middle school students. Strategies for promoting reading
comprehension were identified in a teacher's manual that will be used in conjunction
with the novel, Walk Two Moons, by Sharon Creech. Colville Tribal Elders discussed the
comprehension strategies with the author and provided insights for presenting them to the
students at Paschal Sherman Indian School.
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Reading Comprehension
CHAPTER I
INTRODUCTION
Reading comprehension for the Native American adolescent is a critical skill
according to Reyhner (1992) " ... to become productive tribal members, informed
citizens, and problem solvers of the future ... " (p. 166). Comprehension is integrally
related to the complex activity of reading and is viewed as the reader's process of
creating meaning through active interaction with ideas in the text (Pearce, 1992).
Therefore, reading necessarily implies comprehension. Reading comprehension is a
complex series of procedures involving word recognition and successful decoding.
Comprehension as defined by the National Reading Panel (2000) is an active process that
requires an intentional and thoughtful interaction between the reader and the text.
Statement of the Problem
In an attempt to find effective reading comprehension strategies some writers
suggest that Native American adolescents may not succeed because their cultural, social,
and linguistic characteristics are unrecognized, misunderstood, or devalued (Banks 1995;
Johnson, Dupuis, Musial, Hall, & Gollnick 2002; Kea & Utley 1998; Lincoln 1995;
McIntyre, 1996; Nieto, 1994; Wlodkowski & Ginsberg, 1995a). In other words, a major
roadblock to the acquisition of reading comprehension for Native Americans, can be
linked to a "cultural bias" encountered in American schools (Jackson, 1993). Blame for
poor academic growth among this population is often based on a "cultural deficit theory"
(Johnson et al., 2002). Johnson and his colleagues contend that families, according to
Eurocentric teachers, are to blame for the academic failure of their children, describing
this as the cultural deficit theory. One problem inherent in this theory, Johnson et al.
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(2002) added," ... may be that these students have not been socialized to think and act like
children of the dominant culture" (p. 36). Learners who become "successful" by
mainstream assessment criteria have accomplished this success by their ability to
assimilate into the dominant culture.
Instead of being viewed as cultural members of various Indian tribes who use
English and ancestral languages, they are viewed through deficiency labels (e.g.,
dropouts, disadvantaged, at risk), thus, negating the rich experiences culturally diverse
students bring to the school setting (Johnson et al., 2002). At a more local level, the
plight of poor academic achievement, including reading comprehension among Colville
youth, may be directly related to the conquest and assimilation practices of the past
(Ogbu, 1991). Cultural implications are apparent in Washington. For example, Elders of
current Colville adolescents contend that Native Americans have been victims in this
assimilation movement. Medicine Grizzlybear (1990), a Seneca and Cherokee Indian
who teaches at Gonzaga University in Washington, admonishes educators that his son,
Wind-Wolf, " ... is not an empty glass coming into your class to be filled. He is a full
basket coming into a different environment and society with something special to share"
(p. 22).
Recent concern over the disparity between mainstream students and minorities
has led to research for improved educational practices. Multicultural education has come
to the forefront as a means to remedy the effects of the historical philosophy of
assimilation (Ogbu, 1991). Addressing misperceptions of cultural deficits and embracing
the cultural difference perspective can be accomplished in a variety of ways according to
Grizzlybear (1990). Listening to parents orally relate their family traditions and share
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the strengths of their children is one strategy that can equip educators with insight to
provide more relevant instruction educational practices.
One important benefit of multicultural education is that diverse students may not
be viewed as deficient, but their unique contributions, as Grizzlybear (1990) pointed out
will be valued. One might ask, "Is there a distinct way diverse students access
education?" Stokes (1997) would answer in the affirmative, since he discovered that
Native Americans learn easier if they can grasp the overall picture, make connections to
real life, and see harmony in a situation.
The focus of this paper is to critically analyze methodologies for reading
comprehension that benefit struggling adolescent Native American readers at Paschal
Sherman Indian School. Each strategy will be sifted through the Colville cultural lens for
a "fit" based on what is deemed appropriate for Colville Native American students
according to Tribal Elders. A bifurcated approach, combining research from the
multicultural perspective and reading comprehension instruction, is used to present the
case for responsive pedagogy for Colville Tribal students.
Reading has changed over the years from a process focused on strictly decoding,
to a view that integrally includes comprehension (Fries, 1962). Strategies to foster
decoding have been used systematically with great results but there hasn't been the same
emphasis placed on explicitly teaching comprehension (Durkin, 1978-1979). For
example, Durkin found little comprehension instruction in the upper elementary grades.
More recently, researchers have found teachers posing comprehension questions
following student reading, but direct strategies for teaching comprehension appears to be
lacking (Pressley, Wharton-McDonald, Hampston, & Echevarria, 1998). Therefore, this
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project will focus on the comprehension strand of reading, since research indicates that
little has been done to promote specific comprehension instruction for adolescents
(Durkin, 1978-1979; Pressley, et al., 1998).
Adams and Collins (1979) suggest that a reader who strives for comprehension
must construct meaning from print and relate the printe_d ideas to what is already in his or
her mind (schemata). The printed text becomes a guide that supplies clues that are
intended by the author, but the reader fills in or elaborates to understand what the author
is sharing. Hence, the act of constructing meaning is referred to as the comprehension
process (Pearce, 1992). Several factors can negatively affect Indian youth in developing
comprehension skills. These include acquiring background knowledge that differs from
the mainstream, their command of the language structures in print, and their experience
with being active readers (Reyhner, 1990). Audrey Mc Cray and colleagues (2001)
reported that many,
... youngsters at the intermediate and middle school levels read below the fourthgrade standard and experience deficiencies in basic reading skills such as word
recognition, decoding, reading fluency, and comprehension ... (p. 37).
The National Assessment of Educational Progress (U.S. Department of
Education, 2001) reports that lack of reading achievement is most pronounced among
Native Americans and learners with disabilities. The simplest assignments cause stress
due to their inability to read and fully comprehend grade level textbooks (Klinger,
Vaughn, Hughes, Schumm, & Elbaum, 1998). Gunning (2002) reported that 25% of the
population has some problems with reading. He also stated that the percentages of poor
readers would vary depending on the geographic area. Based on these findings, a need
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exists for identifying effective instructional practices that address the unique reading
comprehension needs of students from Native American cultures. In this case the
strategies specifically acknowledge the tribal cultural practices.
Native American students often come from a culture that passes on knowledge
through oral traditions and, consequently, in more traditional classrooms they may not get
their unique learning styles met. There is a tendency for educators who are not culturally
sensitive to over generalize or stereotype a group of students, while ignoring individual
differences and unique needs (Cleary & Peacock, 1998). A recent example oflndian
students not getting their educational needs met is evidenced in the March, 2003 Iowa
Test of Basic Skills (Hieronymus, Hoover, & Lindquist, 1989)) results for fifth through
eighth graders at Paschal Sherman Indian School in Omak, Washington. Sixty-five
percent of the Paschal Sherman students scored below the 35th percentile on the ITBS
(2003). Clearly a need exists to address this need and improve academic performance.
The problem addressed in this paper is to research, select, and design reading
comprehension strategies for Colville Native American students that would be culturally
affirming and more effective for the acquisition of reading comprehension skills. The
project materials (a Teacher's Guide for Reading Comprehension) will be available to
Colville educators.
Purpose of the Project
The purpose of this project was to create a teacher's guide for facilitating reading
comprehension that would be used by teachers at Paschal Sherman Indian School to
support Native American adolescents who exhibit reading comprehension difficulties.
This teacher's guide is derived from research-based strategies that have been reported in
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the literature and which have been discussed with Colville Tribal Elders to validate
cultural acceptability.
Organization of the Project
Chapter one includes the statement of the problem, the purpose for the project,
and the organization of the project. The tenets of multicultural education are explored as
a means to address Native American learning characteristics and improve reading
comprehension strategies. A definition of terms is located at the end of chapter one to
clarify vocabulary found in the Project.
Chapter two is a review of selected literature encompassing reading
comprehension strategies for Native American students. The search procedures for the
literature have been described. The negative impact inflicted upon Indian students
historically is presented to justify the need for culturally responsive strategies. Included
in chapter two are the strategies selected for the reading comprehension Teacher's Guide.
Chapter three delineates the procedures that were followed to create a teacher's
guide for reading comprehension to be used at Paschal Sherman Indian School. In the
process of determining reading comprehension strategies that are culturally affirming for
the Paschal Sherman Indian students, Tribal Elders have been consulted for their input.
While consulting with Tribal Elders, culturally sensitive language was used by the writer
rather than research-based words that would typically appear in professional journals.
For example, the terms "metacognition" or "visualization" were avoided and everyday
terms were substituted. One question for the tribal elders was worded, "According to
Colville tradition, would the activity of having students talk about what they were
thinking about be acceptable? Another question posed was, "According to Colville
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tradition would the activity of asking students to create a picture in their mind about what
they were reading be acceptable?"
Chapter four is the teacher's guide project, including directions and student
activities to foster improved comprehension in reading in a culturally sensitive context.
One novel recommended for Native American Adolescents (6'h through S'h graders)
provides text background as an anchor for the proposed reading comprehension
strategies. While the focus is on one example, a realistic fiction novel, the strategies from
this guide may be applied to a variety of reading genres. A section on recommended
literature for Native American students and kinds of books to avoid that contain offensive
components provide additional insights for educators.
Chapter five summarizes the project, presents ideas for future research or
recommendations, and offers a conclusion.
Definition of Terms

acculturation - the process of learning the cultural patterns of the dominant culture
through immersion (Johnson, et al., 2002)

assimilation - process by which an immigrant or culturally distinct group is incorporated
into the dominant culture (Johnson, et al., 2002)

at risk for reading difficulty - having one or more of several factors that can lead to
reading difficulties ( e.g., performing below the average of the class in literacy functions,
living in an illiterate home) (Reyhner, 1990)

clarification-a comprehension strategy for gaining meaning from text when confusion
occurs (Block & Pressley, 2003)

communicentric bias- a negative view of minority groups (Banks, 1993)
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comprehension-an active process that requires an intentional and thoughtful interaction
between the reader and the text (National Reading Panel, 2000)

constructivism - an educational theory that emphasizes hands-on, activity-based teaching
during which students develop their own frame of thought (Johnson, et al., 2002)

contextualization - connecting teaching and curriculum to students' lives (Tharp,
Estrada, Dalton, & Yamauchi, 2000)

culture - socially transmitted ways of thinking, believing, feeling, and acting within a
group of people which are passed from one generation to the next (Johnson, et al., 2002)

cultural deficit theory-one of a number of theories explaining the relatively low level of
educational success among American Indians in comparison to white, middle class
students, and which implies something is wrong with the learner rather than a
discontinuity in learning styles, linguistic, or ways on conveying attention (Jacob &
Jordan, 1993)

cultural pluralism - when distinct cultural patterns including languages are valued and
promoted (Johnson, et al., 2002)

cultural relativism - cultures are different but not necessarily superior or inferior
(Johnson, et al., 2002)
Elder-according to the Colville Tribal customs, an Elder is anyone who is a grandparent
(personal communication, Marti Widdifield, April 22, 2004)

enculturation - the process of learning and implementing the characteristics of the culture
of the group to which one belongs (Johnson et al., 2002)
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ethnic group- group based on national origin, or the country or area of the world one's
family or ancestors in which members share a culture and sense of common destiny
(Johnson et al., 2002)

ethnocentric - a point of view based on one's culture or a preference toward one's own
way of life (Reyhner, 1990)

explicit instruction - the step by step modeling of a concept, information, or procedure,
rather than the explaining of it (Harvey & Goudvis, 2000)

graphic organizer - a visual portrayal or illustration that depicts relationships among key
concepts taken from the reading selection; once knowledge is organized it is easier to
comprehend (DiCecco & Gleason, 2002)

implicit instruction -a method of teaching in which a concept that is implied or
mentioned but not directly described, modeled, or presented (Harvey & Goudvis, 2000)
imagery-sometimes also called visualization, a comprehension strategy
where the reader creates a mental image from the words in text (Block &
Pressley, 2003)

Indian English-a broad category of English dialects used by American Indians that do
not conform to what is considered standard English, but are well ordered and highly
structured languages (Fletcher, 1983)

instructional conversation - (IC) planned, goal directed conversations on an academic
topic between a teacher and a small group of students (Tharp, et al., 2000)

involuntary immigrants-were brought to the minority status through slavery, conquest
or colonization, examples include American Indians and African Americans in the United
States (Ogbu, 1991)
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joint productive activity - (JPA) teacher and students producing together (Tharp, et al.,
2000)

learning disability - "a disorder in one or more of the basic psychological processes
involved in understanding or using spoken language which prevents the student from
achieving.commensurate with his or her age and ability levels in one

or. more areas: oral

expression, listening comprehension, written expression, basic reading skill, reading
comprehension, mathematics calculations, and mathematics reasoning, when provided
with learning experiences appropriate to the student's age and ability levels" (WAC 392172-126).

linguistic diversity- English dialects that vary from standard English (Leap, 1993)
metacognition - self awareness of the intellectual process (Pressley, 1998)
monitoring-a comprehension strategy to discern which processes are needed to get the
most meaning from the text (Block & Pressley, 2003)

prior knowledge-knowledge based on previous life experiences or texts read; it is used
prior to reading, during reading, and after reading to aid retention (Block & Pressley,
2003)

questioning-a comprehension strategy where the reader is able to self-monitor by asking
questions and recognize misunderstandings or determine why they are confused (Block &
Pressley, 2003)

Readers' Theatre-dramatic oral representation of a script that focuses on reading aloud
expressively rather than on memorization (O'Neill, 2001)

schema theory-forms the foundation of the reader-centered psycholinguistic processing
model of reading, the theory states that comprehension is easier to grasp if the reader
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relates the text to his or her own prior experience or knowledge (Adams & Collins,
1979)

schemata-an individual's prior experience or knowledge, also called background
knowledge (Adams & Collins, 1979)

stereotype - exaggerated image or generalization about a group of people (Reyhner,
1990)

student voice - a change from view of children as chattel (property) to contributing
paiiicipants in the educational process (Lincoln, 1995)

summarization-the ability to find and condense the main idea, combine similar ideas,
connect major themes (Block & Pressley, 2003)

voluntary immigrants-persons who move to the United States because they feel it would
lead to better opportunities or greater political freedom, examples are Chinese and
Japanese immigrants (Ogbu, 1991)

Reading Comprehension

CHAPTER2
REVIEW OF THE LITERATURE
Literature Search Procedures
A hand search was conducted at a small regional university and focused on the
two themes of"multicultural pedagogy" and "reading comprehension strategies". Crossreferencing of these results provided additional materials for review. An internet search
was also conducted through ProQuest and ERIC. The descriptors selected for the search
included, "Native American", "Indian", "multicultural", "struggling middle school
students", "reading disability", "reading comprehension", "cognitive processes", and
"learning disabilities".
Educational Discontinuity for Native Americans
Native Americans in our educational system have been prevented from merging
into the mainstream or "melting" due to racist ideology (Johnson, et al. 2002; Kea &
Utley, 1998; Nieto, 1994). Historically, acculturation, or learning about the dominant
culture through immersion has been the standard procedure when dealing with minorities
(Johnson, et al. 2002). Success for these students depends on their ability to adjust to the
dominant culture. An individual's own family experiences are not valued within school
settings (Grizzlybear, 1990). Johnson et al., (2002) said that educators blame poor
academic growth on the cultural deficit theory, or the belief that families are to blame for
not socializing their children to think like the dominant culture. In contrast to
acculturation, cultural pluralism (Johnson et al. 2002) values and promotes a person's
distinct cultural patterns, including language. They stated that cultural pluralism in a true
sense does not exist in the United States. Some Native American nations have their
12
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own educational and political systems, however the dominant white culture retains power
and resources (Johnson et al., 2002). Ogbu (1978) emphasized that minorities who have
been given the latitude to maintain a strong sense of pride in their own language or
culture, and who have not internalized mixed feelings about their culture and the
dominant culture are more apt to experience school success.
Cultural Difference Theory
One must have knowledge in the cultural difference theory to better understand
students from diverse backgrounds and provide high quality instruction sensitive to
unique student needs. Educators need to listen and heed the admonitions given by
parents of tribal children. One admonition from Medicine Grizzlybear (1990) stated,
" ... my son Wind-Wolf is not culturally "disadvantaged," but he is culturally different"
(p. 22). Grizzlybear further explained that his son may have difficulty writing his name,
but he can speak his name in five different languages. Wind-Wolf may not excel in
traditional math, but is able to count more than 40 kinds of birds, can point to the 13 tail
feathers on an eagle, discuss the 13 full moons in the tribal calendar, and describe the 13
planets in the solar system.
A "cultural difference" theory explains the lower student achievement found in to
diverse backgrounds (Johnson et al., 2002). When the home and school are at odds,
students from the dominant culture have the advantage, since what is expected of them
aligns with what comes natural to them (Banks, 1993; Johnson et al., 2002; Pang, 1988).
In order to be successful, Native American students must reject their own cultural
patterns to find success in school. Little Bear (1992) indicated that mainstream teachers
may misinterpret Indian student behavior. For example, a child acting timid may be
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labeled unmotivated; a student displaying a cooperative spirit may be viewed as
noncompetitive. He continued, saying that many Native American parents are suspicious
of American education because they remember it as a place with punishment and
deprivation. This belief stems from stories related to them by their Elders. Wax (1971)
described cultural differences that resulted in conflict. For example in the Native
American culture, Elders typically "explain" in private the error a child had made and
practice with the child to address the error. For those Indian children who are
accustomed to correction in private, one can understand the assault they feel by receiving
a rebuke in public.
Barriers for Native Americans
In addition to the cultural difference barriers to education, other social factors,
poverty, racism, and disregard for their language, can negatively impact these students.
One of the most basic barriers to success in education is poverty. Biddle (1997) reported
that child poverty has a negative impact on school success. The U. S. Census Bureau
(1999) reported that Native Americans have the highest poverty rate in the nation.
Fritz (1963) reported that the American Indian removal policy is another example
of injustice. In it, the United States policy makers advocated the removal of indigenous
languages. This loss has been documented by Crawford (1999) who states, "Genocide of
language communities occurred with Tainos in the Caribbean, the first people
encountered by Columbus. It has been the fate of a number of others since that time ... "
(p. 53). He further states, " ... that there are many instances of attempts to 'blot out
barbarous dialects and substitute English in their place, so as to civilize the Indians ... " (p.
54). Today's American Indian children, stated McCarty and Dick (1996) have lost a link
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to their cultural past based on this policy that disregarded their language. At the 1996
World Conference on Literacy, a paper presented by Teresa McCarty and Galena Sells
Dick of the Rough Rock Community School pointed out that, "Of the 175 surviving
indigenous languages in the United States, 155 or nearly 90% have no child speakers (p.

!)." The loss oflangua1,;e continues to impact these children. Pang (1988) reminded
educators that diversity should not divide people, but be used to enrich common
expenences.
Negative perceptions directed toward Native Americans may evolve into selfdegrading feelings for children (Kea & Utley, 1998). Testimony from the U.S. Secretary
of Education's Indian Nations at Risk Task Force in 1991 found Indian children still
attend schools with" ... an unfriendly school climate that fails to promote appropriate
academic, social, cultural, and spiritual development among many Native students"
(Reyhner, 1994, p. 16). In addition, this Task Force suggested that there is "overt and
subtle racism" by teachers, a lack of Native educators as role modes, a predominantly
Eurocentric curricula, and low teacher expectations for their students. One would not be
surprised that Native Americans have the highest high school drop out rate (36%) of any
minority group in the United States (Reyhner, 1994). In addition, in Washington State,
American Indian elementary and secondary students score below state and national
norms on standardized achievement tests (Office of Superintendent of Public Instruction,
1994).
Two types of Minorities: Voluntary and Involuntary
Some minorities excel in the dominant culture. The cultural difference theory
does not distinguish between minorities that excel in the dominant culture and those that
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do not. Ogbu (1991) makes a distinction between involuntary minorities (e.g., Native
Americans and African Americans) and immigrant minorities who choose the United
States (e.g., Japanese and Chinese) as a place of residence. Involuntary minorities
according to Ogbu (1991) had assimilation forced upon them and may have been
victimized by slavery, conquest, or colonization. They perceive the poorer conditions as
pennanent and institutionalized discrimination. Ogbu has discovered that involuntaiy
minorities may state that education is important but their actions suggest the opposite.
Kramer (1991), for example, noted that Ute Indians do not esteem education because
their Tribal Council leaders only had a few years of schooling. Further, some members
in the same Ute community with a degree do not fare any better economically than those
who have limited education. A few involuntary minority children who become more like
the dominant culture risk the stigma from their peers of being labeled a "school boy".
To minimize the taunting these students act out. Involuntary minorities tend to develop
an oppositional identity in relation to the dominant group. By assuming an oppositional
identity cultural or language variance may be viewed as "symbols of identity to be
maintained" (Ogbu, 1991 p. 23). By students who feel victimized, these symbols may
help them cope with conditions of subordination.
Even with the recent trend in multicultural awareness, teachers are not exempt
from acting prejudicial. For example, a stereotypical expression often used in schools is,
"to sit Indian style," meaning to sit cross-legged. Pang (1988) referred to one teacher
who was unaware that he was teaching students an extremely offensive phrase that
reinforces the stereotype oflndians as the only people to take on this posture. This
characterization contributes to the dated image oflndians (Pang, 1988). Prejudicial
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expressions and behaviors found in schools point to the existence ofracism (Nieto,
1994). In addition, Nieto revealed that the occurrence of discrimination in schools,
including negative racial stereotypes, may place students at risk for school failure.
Schools that educate multiple cultures and school's designed for only Indian
children, are not without bias reports Fritz (1963). The bias started in the l_SOO's when.
Americans decided that the European ways were superior to Indian ways. The bias began
the process to change, socialize, and destroy the tribal way oflife (Fritz, 1963). Cultural
bias continues for some Native American students. In a school for only Indian children
one might assume that there would be protection from racist remarks. But alas, this is not
always the truth. For example, a fourth grade student who attends Paschal Sherman
Indian School made an oral remark in class, and was corrected by a substitute teacher.
She rebuked him by stating, "That's not proper English." For the rest of the school year
(as reported by his Mother) he refused to speak in class and his self-worth plummeted as
a result of her careless criticism. This has been noted elsewhere. Leap (1993) cited many
other examples of sociolinguistic discontinuity across the United States in the areas
vocabulary, grammar, phonology, and rules of discourse (pragmatics). Indian English is
the first language learned by two-thirds of Native American youth in America today
(Leap, 1993). Indian English may vary from standard English, however, it is a highly
structured language (Fletcher, 1983). Accepting Indian English as one facet ofa
Multicultural teaching philosophy may be the means of lowering the numbers of our at
risk students.
One multicultural strategy is to instruct students in the various types of knowledge
(e.g., declarative, transformative). Banks (1993) expressed that " ... teaching students
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various types of knowledge can help them better understand the perspectives of different
racial, ethnic, and cultural groups as well as develop their own versions and
interpretations of issues and events" (p. 6). Changing from a traditional Western
perspective involves changes in the school environment. Ample opportunities for all
students to determine how culture colors the interpretation of knowledge, including
biases, assumption, frames of references, and perspectives will lead to critical reflective
learners. Banks proposed to eradicate the "communicentric bias" (a negative view of
minority groups) found in many of our public and private schools. This bias surfaces in
the historical literature, popular media, and social science books and continues to
victimize American Indians. Banks (1993) cited the film released in 1962 by MGM How
the West Was Won, as "negatively depicting Indians as squaws and 'hostile' Indians"

(p. 8).
Ultimately these biases discussed here can impact how Native American students
comprehend text. For example, Wlodkowski and Ginsburg (1995a) challenge teachers to
prepare for the diversity of their students by adopting noncompetitive, informational
evaluation processes that are more effective than competitive, controlling procedures.
They propose a model of culturally responsive teaching based on intrinsic motivation.
Their model provides avenues for creating a common culture to which students can
respond. The framework encompasses four motivational conditions that the teacher and
students create which are:
1. Establishing inclusion - creating a learning enviromnent in which students respect

and connect to one another;
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2. Developing attitude - creating a favorable attitude toward the learning experience
through personal relevance and choice;
3. Enhancing meaning - creating challenging, thoughtful learning experiences that
include student perspectives and values; and
4. Engendering competence - creating an understanding t_hat students are effective in
learning something they value.
Wlodkowski and Ginsburg (1995a) promote the above framework as essential in meeting
students' cultural differences in all academic areas. Their motivational approach
provides a holistic and culturally responsive way to refine teaching, student interaction,
and assessment practices.
Culturally Responsive Pedagogy
Francesina Jackson (1993) outlined seven strategies to support a culturally
responsive pedagogy and close the gap for diverse students. The seven strategies are as
follows: (a) build trust, (b) become culturally literate, (c) build a repertoire of
instructional strategies, (d) use effective questioning techniques, ( e) provide effective
feedback, (f) analyze instructional materials, (g) and establish positive home-school
relations. Her first strategy directed teachers to build mutual trust with their students.
According to her, trust begins by capitalizing on students' names and sharing ethnic
background. This might be achieved by discussing the history of a name. "Comeslast"
can mean one who comes late to the Pow Wow. This activity allows students an
opportunity to establish connections in the school environment between their language
and readings. After sharing, students analyze information, comparing and contrasting to
connect with one another in a non-threatening way. McIntyre (1996) would agree that
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understanding cultural similarities and differences encourages individuals to broaden
their own cultural perspectives.
Jackson's (1993) second strategy involves the mainstream teacher assuming
responsibility for becoming culturally aware. It could mean learning some of another
language, observing students in community settings, making home visits, and using
Native American literature to complement their classes.
Thirdly, Jackson challenges teachers to build a repertoire of instmctional
strategies that "fit" with diverse students. Eurocentric, or traditional educators,
predominately use verbal instruction and present information in a logical, linear,
sequential, and analytical manner. These strategies tend to work with students from
middle class America who are able to sit for long periods, attend to one idea, be
competitive, and process ideas without a concrete example.
Adjusting reading strategies might accommodate different learning styles.
Characteristics of Eurocentric students, including an ability to sort out relevant
information from inelevant, are described as field independent learning abilities
(McIntyre, 1996). On the other hand, students from culturally diverse backgrounds tend
to be field dependent learners who process information in nonlinear ways. These
students tend to be physically active, and may value group affiliation as opposed to
competition. Teachers may need to adjust reading instruction strategies to provide a
better fit for these students. For those field dependent students, cooperative learning
provides a better cultural fit, which leads to greater success for minority students (Little
Soldier, 1989). McIntyre (1996) proposes that if teachers modify their instmction for
culturally different students there would be a decrease in behavior problems. A simple
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modification like increased wait time (Rowe, 1978), or pausing longer after asking a
question can be an effective way to reduce discontinuity for American Indian students
(Tharp & Yamauchi, 1994).
Reading comprehension strategies may be presented differently to different types
of learners. Explicit rather than implicit teaching of thought processes needs to be
covered. Teachers should not assume that all students are able to perform analytically,
whether they are a minority or from the dominant culture. Metacognition, or thinking
about one's own thinking, may come easier for European Americans who have a clearer
idea of the thinking skills needed for academic success (Little Soldier, 1989), but must be
explicitly taught. A cultural mismatch occurs among Native Americans who come to
school valuing nonverbal behavior (Gilliland, 1995). Native American children learn by
observing their parents, not by having conversations with them. Little Soldier
emphasized that teachers should refrain from formal, large group presentations in a
lecture modality since American Indian children may withdraw during a formal dialogue
pattern. Indirect reinforcement from adults is more comfortable for these children
according to Tharp and Yamauchi (1994), and they may feel embarrassed by being
singled out for public praise by a teacher, as may any student.
Jackson's (1993) fourth strategy encourages the teacher to incorporate higher
order questions that require students to synthesize, analyze, and evaluate information.
Students are affirmed as learners by answering deeper questions as opposed to "yes or
no" questions. Research indicates that teachers who have low expectations for students
do not use higher level questioning (Allington, 1983; Durkin, 1978-1979). A byproduct
of this type of questioning is that students are encouraged to view themselves as
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knowledge producers as opposed to knowledge consumers. They move beyond literal
facts to responses generated intrinsically. Expecting speedy answers from Native
American children is a sign of disrespect because a time of reflection has not occurred
(Gilliland, 1995). Less teacher domination of verbal interaction during instruction, and
allowing for more student voluntary participation, is appropriate according to Swisher
and Deyhle (1992). They caution that Indian children are less apt to perform when "put
on the spot" by teachers who want them to answer in front of their peers.
The fifth strategy recommended by Jackson was the use of teacher feedback,
which should be effective, sensitive, and high quality, not just surface remarks. For
example, teachers were encouraged to accentuate a positive aspect of the student's
assignment, focus on the academics, and explain how to improve the quality of the work.
Jackson's sixth strategy addressed the need for culturally sensitive materials. All
materials must be clear of racial concepts, cliches, phrases, or words (McIntyre, 1996).
Curriculum has to be historically and factually accurate. J. Banks and M. Banks (1997)
contended that mainstream curriculum is alienating American Indians and has negative
consequences for students from middle-class America: Mainstream curricula
... gives them a misleading conception of their relationship with other racial and
ethnic groups, and denies them the opportunity to benefit from the knowledge,
perspectives, and frames of reference that can be gained from studying and
experiencing other cultures and groups. A mainstream-centric curriculum also
denies mainstream American students the opportunity to view their culture from
the perspectives of other cultures and groups. When people view their culture
from the point of view of another culture, they are able to understand their own
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culture more fully, to see how it is unique and distinct from other cultures, and to
understand better how it relates to and interacts with other cultures (p. 229).
Teachers may be at a loss to find relevant culturally sensitive reading curricula
due to the diversity of American Indian cultures. An idea promoted by Little Bear (1992)
may persuade teachers to generate curric_ula through collaboration with Indians in the
community, who can provide insight into traditions, language, culture, and history.
Pearce (1992) implored teachers to disregard basal readers designed for middle class
suburbia. He proposed using culturally relevant and appropriate books. She further
encouraged teachers to use textbooks as an appetizer and go beyond the classroom into
the communities (e.g., thematic units). Materials that are interesting and meaningful, but
too difficult for readers should be read aloud by the teacher.
In strategy seven, Jackson (1993) concluded encouraged positive home-school
relations. He suggested that teachers invite parents, grandparents, or family members to
participate in school. One way might be to send notes home expressing pleasure at
having the student in class or make telephone calls to discuss a student's strengths and
interests. These are all ways to build culturally sensitive relationships. Several studies
(Banks, 1993; Lincoln, 1995; McIntyre, 1996) agree with Jackson that a renewed effort to
reach students from diverse backgrounds needs to be intentional and specific. Ji-Mei
Chang (2001) proposed "Family Literacy Nights" to transfer students' classroom
knowledge to the community and home. Chang's community found a strong correlation
between parent participation in Family Literacy and improved performance for their
children. However, even with encouragement and incentives, parents of Native
American children are not eager to be involved in schools according to Charleston and
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King (1991). Butterfield and Pepper (1992) addressed the positive correlation between
parent involvement and student progress: "according to the research, parent participation
in almost any fonn improves parental attitudes and behaviors, as well as student
achievement, attendance, motivation, self-esteem, and behavior" (p. 49). Ogbu (1991)
provided insight into the reluctance of Native American parents to become involved in
V
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-

school activities. He stated,
Since involuntary minorities do not trust the schools and those who control the
schools, they are usually skeptical about the school's ability to educate their
children... Indeed, involuntary minorities sometimes interpret school rules and
standard practices as an imposition of the dominant group members' cultural
frame of reference, which does not necessarily meet their real educational needs

(

(p. 28).
Multicultural Sensitivity
To embrace the tenets of multicultural education for the Native American student,
it is imperative to decrease the incidents of inequality in academic programs. According
to Banks (1992), multicultural education " .. .is a reform movement designed to bring
about educational equity for all students, including those from different races, ethnic
groups, social classes, exceptionality ... " (p. 21). The reforms can be broken down into
decisive steps within classrooms across the nation to benefit students from diverse
backgrounds. To strive toward the goal of equity for all, Cooke (1992) has outlined six
components: (a) improving the educational performance of every student, (b) offering a
diversified curriculum that presents the views of many people, (c) achieving relevance
through the curriculum by analyzing different cultural viewpoints, (d) eradicating
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racial/cultural/religious stereotypes, (e) emphasizing that there is no single interpretation
of history, and (f) understanding cultural similarities and differences and encouraging
individuals to broaden their own cultural perspectives. Teachers, parents, community
members, and students will be enriched as they work toward these multicultural goals in
accessing reading comprehension.
Culturally competent educators are equipped with knowledge and skills that
enable them to value similarities and differences among their students. For example, Kea
and Utley (1998) made a point for pre-service or in-service educators to become literate
in multicultural issues. They state, " ... one of the singular most significant things that
teachers can do to make a difference in the educational progress of students with learning
difficulties is to make a firm personal commitment to use effective instructional
procedures" (p. 1).
Cultural relativism is a choice teachers may want to make to facilitate reading
comprehension instruction. To combat ethnocentrism, racism, and stereotyping, teachers
can adopt the concepts of cultural relativism, which views cultural groups from the
student's vantage point. In this view, no culture is superior or inferior, just different.
Educators who have a more objective attitude toward Indian cultures will be able to
accept students with an open mind (Garcia, & Ahler, 1991). Teachers are encouraged to
guard against choosing reading curricula that are purely historical and do not embrace the
modem realities that American Indians are experiencing (Almeida, 1996). Wlodkowski
and Ginsburg (1995b) make a point for contextualizing all curricula by drawing in the
learner's experience and previous knowledge:
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Personal and community-based experiences can be drawn upon to provide a
foundation for developing skills and knowledge ... When learners' previous
circumstances and current knowledge have not allowed for a development of
personal interest in the topics and concepts to be learned, experiences need to be
constructed to allow learners to appreciate the emerging relevance [ that] such new
learning activities afford (p. 119).
An open-minded teacher has a "bag of tricks" that is accessible to all educators.
This bag is light, but carries powerful tools of the trade. Effective instructional
procedures and cultural relativism must be combined to implicate the need for strategic
reading comprehension instruction.
The Need for Comprehension Instruction
Too little comprehension instruction is occurring in schools (Durkin, 1978-1979;
Pressley et al., 1998). According to these writers, the most frequently cited
comprehension tool utilized by educators includes questions asked by teachers following
text readings. For the most part these questions tend to be factual and not the higher
order cognitive or reflective ones needed to stimulate comprehension. Durkin's findings
provided impetus for additional research on ways to improve comprehension.
Unfortunately, Pressley and his colleagues, (1998) reported similar practices in
classrooms with teachers presenting post reading comprehension questions without
explicit instruction in strategies to enhance deeper level thinking.
The ability to comprehend in reading is only one part of a student's school day,
however, the inability to read with comprehension, will adversely affect all academic
areas. According to the National Assessment of Educational Progress (Applebee, Langer,
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& Mullis, 1988) skills involving comprehension are lacking in our middle grades, which
created difficulty in accessing all subject areas. Students are unable to perform tasks
requiring interpretations of what they have read. Dehyle (1992) reported that among
Native American dropouts over half were at least six grade levels behind the national
average in reading. Their inability to access reading may lead to their decision to give up
on education.
Snow and her co-workers (2000) stated that there are several categories that place
children at higher risk for reading difficulties. In the individual category, medical issues
such as a hearing impairment, or lack of age-appropriate phonological awareness
contributes to risk. In the family category, being a member of a minority, a family with
low socioeconomic status,reading difficulty, or a nonstandard dialect of English spoken
in the home, contributes to risk. Group risk factors, such as limited English proficiency,
living in a poor area, or speaking a dialect of English that differs from the one at school
can negatively impact achievement. Based on one or more of the above risk factors the
Native American student is predisposed to reading difficulties and is in need of reading
strategies. Snow et al. (2000) are quick to add that all children, even those with the
higher risk factors, may move ahead despite these obstacles in reading.
By the time children move up through the grades and become adolescents it is not
just the subject of reading that is affected, but performance in their content classes as
well. Bintz (1997) explores reading "nightmares" of middle school teachers and finds
alarming evidence for the need to continue teaching reading beyond the elementary years.
That is math teachers report that students are unable to read and understand math
problems; science teachers find that students fail to conduct laboratory experiments
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because of difficulty following the manual; industrial arts teachers are worried that
students are not following procedures that may put them in physical danger when
operating machinery and equipment; and English teachers find that students are incapable
of comprehending poems, short stories, or novels. Bintz (1997) gathered responses from
131 teachers, who taught mainstream and minority students, and categorized them into
reading nightmares (safety concerns), reading pluses (students who excel), reading
questions (how to squeeze reading instruction into a sixty minute science block), and
reading wishes (that students come to them as proficient readers). An underlying theme
for these teachers is that they felt cheated out of getting to teach their subject matter
because the students were unable to access the content or comprehend what they had
read.

(

Reading comprehension: What is it?
Comprehension is a many faceted process, different for each person (Goodman
1986; Pressley et al., 2003). To know what we know, is part of the essence of reading,
which is necessary for lifelong learning as stated in Durkin's 1993 book Teaching them to
Read. It is a mental process that only the reader fully understands. Comprehension is
what triggers the reader to interact with their previous experiences (Robinson & Good,
1987). It is a process based on a personal understanding of what is read. Meaning is not
inherent in the text, but rather in the mind of the reader (Robinson & Good, 1987).
Meaning is not just on the literal level but extends to emotions, beliefs, and evaluation. In
previous years, a variety of authors, have attempted to define reading comprehension.
Richard Robinson and Thomas Good in their book, Becoming An Effective Reading
Teacher (1987) summarized researcher's thoughts on reading comprehension as follows:
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.. .is thought manipulation (Huey, 1908 p. 350). Reading must be looked on
as a process ofthought-getting ... (Klapper, 1916 p. 32) .... meaning in reading
comes from the readers recalling and manipulating the concepts he possesses
rather than from the printed symbols at which he looks (McKee, 1937, p. 278)
(Robinson & Good, p. 145).
One explanation of reading comprehension is associated with schema theory
(Anderson & Pearson, 1984). A schema is what a person knows about a subject
(Robinson & Good, 1987). Everyone has a base of knowledge that holds schemata about
a variety of things. As we read, and interact with the text, schema are triggered for a
particular idea. Former life experiences or reading experiences, current reading, and
purpose for reading combine together to produce schemata. Anderson and Pearson
(1984) explained the process, "Whether we are aware ofit or not, it is this interaction of
new information with old knowledge that we mean when we use the term
comprehension" (p. 255). Another term used more recently for schema, or what a student
already knows about a topic is background knowledge. Anderson (1994) discusses how
the reader's background knowledge determines what meaning is created. A few of the
benefits of incorporating background knowledge are: an increased ability to incorporate
new information, weeding out irrelevant components, the ability to make inferences,
summarize key points, support retention of the material, and use an application of text
structure to the material.
Theories of comprehension may disagree on how the process develops. Is
comprehension a bottom up process, meaning the page brings more information to the
reader (text driven) than the reader to the page (Strange, 1980)? Or is it a top down, or
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concept driven model? An example of a concept model states: "When someone is
reading s/he has a good deal of prior knowledge about the world and this prior knowledge
is used to make good guesses about the nature (relationships, episodes, characters, etc.) of
the text" (p. 392). Michael Strange (1980) described a third explanation, an interactive
one, that depicts the act of comprehension as a combination of concept-ddven and textdriven processes or activities with the reader and the text working together to derive
meaning. This process does not depend upon the race of the student, but is universal for
all readers as interpreted by Carrol and Eisterhold (1983). It is what the reader brings to
the task that varies.
The culture of diverse students differs from the culture embedded in the reading
material. Teachers are cautioned by Carrol and Eisterhold (1983) to be sensitive to
reading problems that result from the mismatch between students' prior knowledge and
implicit cultural knowledge within texts. Pearce (1992) documented strategies to
maximize comprehension for diverse students: (a) encourage a wide variety ofreading
for pleasure, (b) brainstorm before reading, (c) categorize main ideas to activate schema,
(d) teach active reading strategies, (e) integrate reading with language arts to deepen
student understanding, (f) ask questions that develop metacognition and (g) provide
deliberate vocabulary teaching.
Comprehension is essential to reading and necessary for adolescents to gain
content mastery in classes throughout their schooling (Bintz, 1997). The National
Reading Panel (NRP) (2000) has highlighted three themes in regard to reading
comprehension skills. First, the NRP described comprehension as a highly complex
cognitive skill that is linked to vocabulary development and instruction in understanding
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what has been read. Second, comprehension is active, involving intentional, cognitive
reciprocity between the text and reader. Third, in order to ensure students gain the
maximum growth from reading instruction, teachers must present comprehension
strategies directly in order for students to succeed.
Many researchers believe that traditional reading remediation is insufficient. In
their review, Johnson and Allingrton (1991) concluded that remediation for reading
comprehension in grades 4-8 have not been very effective in raising student performance.
Once students are placed in a remedial setting they remain behind their peers all the way
through grade school (Goodlad, 1984). Klenk and Kibby (2000) concurred with them
and proposed that a "mediational process" be implemented by teachers for students at the
onset of reading difficulties rather than focus of a remedy for students. Focusing on
mediation takes away the stigma of failure and places the emphasis on improved
instruction. The NRP's emphasis on teacher training highlights this need to adequately
prepare teachers for the daunting task of improving reading skills. In her book,
Preventing Reading Difficulties in Young Children, Snow and her colleagues (2000)

make a case for exemplary instruction to combat reading difficulties.
Improved reading requires the reader to persist, however, it has been documented
that motivation wanes in the middle school years (Snow et al., 2000). In a study of four
struggling middle school readers, Kos (1991) found negative attitudes among the students
linked to previous failures. Some "tum-offs" toward remediation are simplified texts
geared for remediation, isolated skill and drill activities, and materials for which they had
no meaningful connection. Authentic texts (such as newspapers and trade books) and

Reading Comprehension 32
choice in picking reading materials helped elicit motivation among these strnggling
students.
Ash (2002) documented that reading comprehension is a social as well as a
cognitive process. She listed daily oral or shared reading and guided reading in flexible
groups, as well as explicit comprehension strategy instrnction, as key components for
enhancing literacy development of adolescents. Motivation is enhanced when students
have the opportunity to engage in dialogue with their peers around a meaningful text
(Saunders & Goldenberg, 1999a). Conversation not only improves the independent silent
reading from a time filler to an important part of the reading program, it allows another
chance to practice and build comprehension strategies in a social setting (Saunders &
Goldenberg, 1999b). Conversation allows inference to take place, as well as memory is
formed. In order to have a memorable reading experience, one needs explicit instrnction
in comprehension strategies, which holds true for all students.
It is impossible to divorce comprehension from decoding. Without the knowledge
of words as the basic element of reading, there would be no comprehension (Pressley,
1998). When every ounce of concentration is spent on decoding words, LeBerge and
Samuels (1974) report that there is little energy left for comprehension. Automatic
decoding facilitates fluent reading, and the knowledge of words or vocabulary leads to
gains in comprehension according to the findings of the NRP (2000). The breadth of oral
and printed words is viewed as an integral components for accessing comprehension in
reading. The NRP found that a large vocabulary (print or oral) predisposes a reader to
greater gains in comprehension.

Reading Comprehension 33
Several implications for teaching vocabulary in order to boost gains in
comprehension have been outlined by the NRP (2000). Vocabulary instruction can be
approached on an informal basis throughout the school day in addition to a very direct
approach. A variety of exposures to new words in many settings contributes to better
recall. A strong literary context aids students in new word acquisition. Computer
technology may assist students in acquiring new words, and "teachable moments" or
incidental learning aid in this endeavor. Active participation by the students and direct
instruction strategies also work well. A caution by the NRP warns teachers that a
combination of methodologies, not one single technique will assist vocabulary mastery.
The practical application of comprehension strategy instruction will be discussed in the
following section.
Comprehension Strategy Instruction
Comprehension strategy instruction that shows students how to activate prior
knowledge, to self-monitor their thinking during reading, and to synthesize what they
have learned after reading, has been proven successful for adolescents (Flood & Lapp,
1990). According to Garner (1990), strategic learning in students develops along three
levels: declarative knowledge (the ability to describe a strategy), procedural knowledge
(the ability to use a strategy on demand), and conditional knowledge (the ability to select
and apply an appropriate strategy). These procedures mirror what good readers engage in
during reading. Teacher modeling of all strategies and guided practice by students is
paramount to student achievement (Collins, 1991).
Some examples of successful comprehension instruction would be beneficial in
modeling other programs. Cathy Collins (1991) provided three days a week of
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comprehension instruction for middle school students with a marked improvement in
their scores. Her strategic lessons included; prediction, visualization, clarification,
problem solving, generation of ideas in the text, and identification of patterns and
principles embedded in the text. Another example by Valerie Anderson (1992) with
teens who were reading disabled resulted in students' increased standardized
comprehension scores as a result of her small group instruction on transactional
comprehension strategies. The processes involved in transactional strategies include;
prediction, questioning, making images, seeking clarification, and forming summaries.
The key to transactional classrooms according to Pressley (1998) is about empowering
students to engage in self-regulation and use the strategies of adept readers.

In an attempt to further explore comprehension strategies, additional models have
been researched which may show promise in improving comprehension among Native
American adolescents and other students. Many of the models researched have
overlapping strategies which validate the authenticity of specific remedies. "Reciprocal
Teaching" (Palincsar & Brown, 1984) is one remedy that helps students with four aspects
of their reading: making and revising predictions, asking questions, clarifying difficult
vocabulary, and summarizing the content. At the onset ofreciprocal teaching, the teacher
modeled the strategy for all four components, then students tried it in peer-led small
groups. "Reciprocal Teaching Plus" (Palincsar & Brown, 1984) added the fifth element
of analyzing the perspective of the author and text. The authors contended that these
strategies could be used with narrative or expository texts. They concluded that
comprehension strategies using students' actual texts provided the best setting for
!

\

students to practice them and accomplish meaningful connections. Roe (1992) also made
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a case for instruction in comprehension using the actual materials with which students
will be asked to use the strategies. Pearce (1992) recommended integrating trade books
into content areas for Native American students.
Pressley, Gambrell, and Morrow (2003) reminded these teachers that the
strategies taught should be like the ones actual readers employ when they read. It is an
active process and starts with a teacher demonstrating or modeling a think aloud, a
clarification, or a summarization. In many cases the first process taught is prediction.
The instructor explains to the students how readers make guesses about what might
happen in a text. Then the teacher models the guessing or prediction thinking process
based on the book jacket or the first few illustrations in the book. After reading a couple
of pages in the text the teacher pauses again to demonstrate another think aloud
concerning a point in the text that triggered her to infer what might happen next. In many
subsequent instances the teacher would describe her mental processes involving
prediction and provide opportunities for students to practice their own predictions.
A second strategy, imagery or visualization, would be introduced after students
were comfortable with prediction. Pressley and his colleagues (2003) explained that the
teacher presented imagery much the same way as prediction by doing a think aloud and
modeling her personal mental activity (metacognition) while reading a text. When
students have practiced predictions and imagery until they are comfortable, another
strategy (author's purpose, clarification, summarization, or cause and effect) may be
inh·oduced. Throughout the semester or year each new strategy would build on the
previous one until the students were actively incorporating all the comprehension
techniques. Teachers encourage students to activate their strategies by making general
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statements reminding them to use cognitive strategies for active self-regulated reading.
Some teachers include picture drawing, making notes, or graphic organizers as overt
activities to help students derive meaning from texts. A study by DiCecco and Gleason
(2002) found the use of graphic organizers with middle school students helped them
attain relational knowledge.
Students need ample opportunities while reading everyday texts (not short
workbook segments) to practice comprehension strategies. Using real texts, Ash (2000)
maintained, transfers the use of taught strategies to independent reading.
Before students can become proficient at comprehending, Pressley (2003)
reminded educators that they need a solid background in word recognition, an ample
vocabulary, and engagement in extensive reading. He reiterated that a pivotal need for
students is the ability to access excellent literature, including the use of informational
texts that connect to important science, math, or social studies content.
A nexus involving comprehension training and including pedagogy for diverse
students has been found in the Five Standards for Effective Pedagogy as proposed by
Tharp, Estrada, Dalton, and Yamauchi (2000). An example of using the Five Standards
was carried out in an American Indian middle school (Tharp et al., 2000). Tribal leaders
spoke to students at an assembly. A team of eighth grade teachers developed an
instructional unit based on the content. In math, the students worked to generate surveys
and plot collected data, using fractions, decimals, and percents. Other students rotated
through centers to complete tasks related to the unit goals. At the end of the unit,
students made presentations and wrote letters to the tribal council. A simplified
description of the Five Standards would entail a teacher with a small group of students
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having an instructional conversation (IC) while working jointly on a challenging activity
using the students' personal, social, or cultural knowledge and experience. Complex
thinking by students plus language and literacy development in the content areas,
completes the main components of this pedagogy.
Teachers and students producing together can also be labeled "Joint Productive
Activity" (JP A) (Tharp et al., 2002). One might find this model in graduate level classes,
service learning, school-to-work experiences, or preschool settings, but rarely does one
find JP A in a traditional Eurocentric classroom. JPA fosters a common context in the
classroom that is especially important when the teacher and students are from different
backgrounds according to work done at the Center for Research on Education, Diversity
and Excellence. Conversation in conjunction with JPA allows the highest level of
academic achievement using instructional tools to solve real world problems. Utilizing
JPA with Native American learners agrees with the points Brown (1992) outlined: (a)
encourage instructors to adapt content and concept to the students' current skill level, (b)
create accepting environments, (c) recognize cultural heritage as an asset, (d) provide
contextual clues, and (e) incorporate frequent queries for understanding. Pressley (1998)
advocated constructivism strategies similar to JPA, and pointed students toward
exploration, dialogue, and assuming responsibility for their own reading.
Additional documentation for authentic and student centered instruction was cited
by Saunders and Goldenberg (1999). They used "Instructional Conversation" (IC)
(teacher directed small group discussions of story content and theme) to gamer meaning
from text for their students. By adding contextualization, (personal experiences of the
students), comprehension also increased. The positive correlation of findings between
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Saunders and Goldenberg (1999) and the Tharp team (2000) (Five Standards for
Effective Pedagogy) is additional incentive to move toward student centered instruction
for Native Americans. An example of authentic and student centered instruction was
documented by Rita Buchoff(l995) in Family Stories, when she discovered bonding
between children and adults as a result of shared story telling. Rita documented
improved language and literacy development from the story writing endeavors of
children, especially by writing and reading their own life stories.
All students will benefit from the findings in the Report of the National Reading
Panel (2002). The NRP cited seven strategies based on scientific research to improve

reading comprehension. The seven keys to effective reading comprehension are:
Comprehension monitoring, where readers learn how to be aware of their

understanding of the material; Cooperative learning, where students learn
reading strategies together; use of graphic organizers and semantic organizers
(including story maps), where readers make graphic representations of the
material to assist comprehension; Question answering, where readers answer
questions posed by the teacher and receive immediate feedback; Use ofgraphic
organizers (including story maps),_where readers make graphic representation of

the material to assist comprehension; Question generation, where readers ask
themselves questions about various aspects of the story; Story structure, where
students are taught to use the structure of the story as a means of helping them
recall story content in order to answer questions about what they have read; and
Summarization, where readers are taught to integrate ideas and generalize from

the text information (p. 15).
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Even though the NRP (2000) stated that the above seven strategies were for non-impaired
readers, additional studies document similar strategies for struggling readers (Anderson
1992; Collins 1991; Pressley 1998). Pearce (1992) listed Reciprocal Questioning,
Directed Reading Thinking Activity, and Guided Reading Procedure as strategies that
had had success with N alive American and other student groups. The strategies
suggested by Rehyner, (1992) incorporate the seven strategies identified by the NRP.
Reading and the Native American Learner Research Report (2000) specified three
classroom modifications that support Native American learning styles. The
amalgamation of their research blends into the findings of the NRP, the Five Stands of
Effective Pedagogy (Tharp et al. 2000), and Jackson's (1993) Culturally Responsive
Pedagogy. The first example of a "fit" for Native American students is the move away
from traditional teacher dominated class with a lecture format to cooperative learning
with a heterogeneous group of two to six students. Within this framework lessons would
be designed to include students depending on each other for their learning. There would
be a focus on small group interpersonal attributes, with teachers assuming the role of
facilitator as opposed to transmitter of knowledge. This is a variation from the
documented findings of Swisher and Deyhle (1992). They report that Native Americans
refrain from competitiveness and do not want to expose their superiority or the inferiority
in front of their peers. In the arena of cooperative learning when performance is defined
as benefiting a cooperative group, Indians become excellent competitors.
Multisensory instruction is the second area where modifications can provide
additional support for the Native American learner to improve reading comprehension.
Teachers can increase background knowledge by introducing information in the form of
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demonstrations, providing visual aids, allowing the use of manipulatives, or setting up a
tactile experience. Swisher and Deyhle (1989) confirmed that most teachers introduce
new concepts verbally which works for auditory Eurocentric learners, but doesn't support
the kinesthetic, tactile, or visual Native American learner. Data in support of this claim,
however was not provided.
The third way teachers can improve student learning as stated in the Reading and

the Native American Learner (2000) is to move towards a holistic emphasis combining
global and analytic learning styles. Traditional Eurocentric education in the past has
emphasized c01Tect answers rather than the application of information (Reyes, 1998). He
also explained that this caused a discontinuity for American Indians whose traditional
ways are more holistic. Cleary and Peacock (1998) proposed thematic units as a means
of integrating curriculum across subject areas and allowing students to get the whole
picture while viewing several disciplines working together. Included in the holistic
approach, teachers are advised to provide the overall purpose and structure of a task. It is
additionally recommended that a model be presented prior to explaining the steps
necessary to complete the task.
Selected Reading Comprehension Strategies for Teachers' Guide
Mature readers set a goal or purpose for reading (to enjoy, to gather information,
to make something). They may skim or review before starting to read, they may make a
prediction about what the text will cover, read certain portions based on their purpose,
and use previous knowledge in connection to what they are currently reading.
Additionally, Pressley and Afferbach (1995) noted that good readers figure out the
meanings of unknown words, underline, reread, make notes, summarize or paraphrase,
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evaluate the quality, and determine how they might use ideas encountered in the book.
Based on the evidence in this Review of the Literature, that explicitly teaching a
combination of reading comprehension strategies, will result in improved performance
among Native American students, the strategies included in Chapter 4 of the Teachers'
Guide will include the following: comprehension monitoring or metacognition,
cooperative learning, instructional conversations and contextualization, graphic
organizers, question answering and question generation, story structure, and
summarization or clarification. Vocabulary instruction will be included as an additional
strategy since without the knowledge of the words comprehension will not take place.
One strategy does not take precedence over another strategy, but all of them work
together to produce improved comprehension of the text. By emphasizing effective
instruction and informing colleagues about reputable avenues to enhance comprehension
among their students, Native American learners should reap the benefits.
Conclusion
The need for explicit comprehension instruction has been laid out as a missing
component in much reading research across the nation. Middle school teachers in
particular are facing daily dilemmas because their students who are unable to access the
content classes and comprehend subject texts. Students who struggle with reading,
including Native Americans can improve their reading comprehension with intentional
teaching that embraces the strategies that proficient readers employ. A combination of
reading comprehension strategies taught over several semesters and in more than just
language arts classrooms will provide the greatest improvement for struggling middle
school readers.
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In this review the communicentric bias toward Native Americans has been
documented as it has hindered their progress in reading. Research from the multicultural
perspective has challenged educators to embrace differences instead of attempting to
assimilate minorities in all academic areas. Striving to embrace authentic student voice
with affirming strategies that the Colville community accepts will bolster middle school
reading comprehension, thereby improving all their academic pursuits.
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CHAPTER3
PROCEDURES
The ability to read and comprehend print influences all content areas for Native
American youth. Combining research on multicultural pedagogy and reading
comprehehsioh strategies has provided the folifidation for preparing a culturally sensitive
Teacher's Guide for Native American middle school students at the Paschal Sherman
Indian School in Omak, Washington. Local Tribal insight was acquired through
discussions with Colville Elders concerning specific reading comprehension strategies
that were implemented in the Guide. Rather than use research terminology in discussing
the proposed strategies, family friendly everyday language was used when discussing the
procedures with the Elders. The following strategies were the basis for the Teacher's
Guide and the questions proposed to the Colville Tribal Elders:

•

comprehension monitoring - thinking about what a person has read,
visualizing, or thinking of a picture in your head during the reading process

• cooperative learning--(Joint Productive Activity will fit with this strategy)
working with a buddy on a learning task; making a project; performing a play
or Reader's Theater in which students read parts similar to a dramatic
performance

• question answering - teacher asking and student answering questions, students
generating their own questions
•

graphic organizers - make drawings, charts, or pictures about what was read
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•

question generation (also called Instructional Conversation) - students asking
questions before reading that are based on pictures, title, or other information
they already know; students questioning during reading and after reading

• story structure - discussing where story takes place including historic time
frame, what people or animals are in the story; what happens first, second,
third; why the author wrote this story; and whether this story really happen
•

background knowledge (also called contextualization) - asking students to
relate an experience they have had which is similar to the story

•

summarization - telling what the story is about in one's own words
Discussion with Tribal Elders

Seven Colville Tribal Elders were interviewed by the author regarding how each
of the above comprehension strategies would be received by their children,
grandchildren, or great grandchildren in the context of reading instruction. All of the
Elders approved of helping children verbalize what they were thinking but they did pose
some cautions about the instructional strategies. Traditionally, Colville youth have been
taught "to be seen and not heard." Therefore, Elders suggested that the instructor
gradually work towards having students verbalize their thinking in class. Another caution
involved students talking about their thinking and a fear of not getting the "right" answer.
The Elders reminded the writer that failure to Indian children can be a crushing blow.
The teacher may need to be very positive in nurturing a positive climate for all children to
feel safe in classroom responses.
Cooperative learning procedures were well received by the Tribal Elders and
mirrored some of the traditional practices in family gatherings where everyone works
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together toward achieving a common goal. The Elders concurred that questions
generated by students would not be offensive, but student questioning may not be an easy
skill to accomplish at first. They reminded the writer that children are NOT encouraged
to ask questions. One Elder, in her 60's, told of her grandmother indicating " ... we never
say 'how come'" when, as a child, she had been very inquisitive. The Elders did agree,
that with practice done gradually, it would help students to improve their reading if they
were able to hook into a question they wanted answered from the reading.
Graphic organizers rated high for a "cultural fit" for Colville students, by the
Elders. Many of these students are able to make drawings, pictures, or diagrams of what
they have read. Along with graphic organizers, making a picture in their mind, also rated
high as a procedure to use with these students. The Elders became enthused with this
technique for promoting reading comprehension and shared how the oral stories about the
coyote, Mother Earth, and the Great Creator made images in their minds as children
which have remained with them over the years.
The comprehension strategy of self-monitoring, or stopping when something isn't
clear and trying to figure it out, might cause difficulties for Colville youth, as indicated
by the Elders. Being repetitious is NOT a good thing in their culture. Children are held
responsible once they are told something. In order to use the self-monitoring strategy and
work toward clarification, these students would need to be assured that the first step in
getting better at anything is to figure out what you need to work on to get better. The
idea of "practice makes perfect," especially as it relates to making woven articles or
jewelry, is acceptable. When this example is paired with improving reading
comprehension, finding out what does and doesn't work would lead to better
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understanding of the material. The Elders explained that the practical or "earthy"
explanations would have more meaning to their children, and teachers should use every
opportunity to link the learning to the home and community.
The teaching of story structure components including setting, character
discussions, sequence of events, author's purpose, and theme development is not
offensive to the Colville culture. Several Elders felt that Colville children would be
strong in sequencing but maybe not as adept at character analysis.
Asking Native adolescents to share pertinent background knowledge was seen as
both good and bad. It would be good if it was an area familiar to their frame of reference.
However, if it involved concepts totally beyond their realm of experience, it would be a
negative situation. One Elder explained that the ocean and sea related stories would not
have much relevance to many Tribal children because they had never been to the ocean.
The last strategy discussed with the Elders was summarization, or retelling the
story in your own words. Each one of the Elders concurred that summarization would be
a good "fit" for Colville youth. At the close of our discussion on comprehension
strategies, a couple of general statements made by the Elders presented additional
relevance to the teaching of reading comprehension. The Elders described the custom of
not looking a speaker in the eye, a practice which is still prevalent on the Colville
Reservation. Teachers would need to take this fact into consideration and never demand
eye to eye contact. It was suggested that by using an overhead projector or the white
board the student's attention could be directed to an inanimate object, not the instructor.
Another relevant fact is that Colville adolescents would rather be shown how to do
something than told how to do it. Based on their second observation, the strong emphasis
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on teacher modeling, and student practice with partners, before performing in a larger

•

group, would have a good cultural "fit."
Five of the Elders were interviewed individually, in person, in an informal neutral
setting. Two of the Elders were interviewed together due to the fact that they are sisters
and work in the same office. The work environment was selected by them as an
interview site. Two Elders were unable to travel to a site for an interview and chose to be
interviewed on the telephone. The in person interviews provided more insight than those
conducted over the telephone. All paiiicipants were interested in the outcome of the
project and have relatives involved with Paschal Sherman Indian School either presently
or in the past. Six out of seven of the interviewees were past students of Paschal
Sherman.
Linking Comprehension Strategies to the Novel
The Teacher's Guide explicitly demonstrates how to incorporate culturally
sensitive reading comprehension strategies based on a selected text. The novel chosen
for this Teacher's Guide, Walk Two Moons by Sharon Creech, is an example of high
quality literature recommended for Native American adolescents. It provides
contextualization with a variety of themes to promote personal application. Some of the
relevant themes for adolescents covered in this novel are: Developing peer relationships,
losing of loved ones, moving to a new school, traveling, and setting priorities in life.
Procedures for Designing the Teacher's Guide
The strategies selected for the Teacher's Guide included: (a) comprehension
monitoring, (b) cooperative learning (c) question answering (d) graphic organizers (e)
question generation (f) story structure (g) background knowledge, and (h) summarization.
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The strategies were introduced one at a time by modeling, guiding the students
through the process, practice in cooperative learning groups, and assessments on the
strategies. An ultimate goal of moving students to incorporate the strategies taught in
reading to other settings within their school day or at home was stressed.
The author read Walk Two Moons before designing the Teacher's Guide. The
novel was divided into eleven sections to facilitate vocabulary acquisition, present story
structure components, model for students, allow students to practice comprehension
strategies, and provide an evaluation of newly acquired skills. Chapter breaks were
considered in setting the divisions of the Guide, as well as an appropriate amount of text
to be covered in several days.
Reading comprehension strategy objectives are included, but not repeated in
every section since later lessons build on previous ones. For example, in each of the
eleven sections, learning to rapidly pronounce new words, and becoming acquainted with
their meaning in context is an early objective, that would have been redundant to repeat
eleven times.
Reading Response questions were generated for all eleven sections and are
included to provide opportunities for students to engage in discourse around each section
of the text. A key for the teacher with answers from the text for all Reading Response
questions is also included in the Resource Section. Some questions require students to
infer an answer or state opinions (additional comprehension strategies). For these items
the instructor will need to evaluate student answers more subjectively. An evaluation
activity or assessment is included for each section based on the comprehension strategy
covered.
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The Guide provides flexibility and does not adhere to a rigid schedule. Based on
the writer's experience with Colville students, an approximate rule of thumb would be to
allow three class periods per section with an increase of one period in section# I to cover
introductory issues. An increase of one period in section # 11 is suggested to provide
closureactivities and facilitate individually conferencing with students. Students are
encouraged to take the comprehension strategies they have practiced in this setting and
apply them to their content area courses throughout the day.
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CHAPTER4
TEACHER'S GUIDE
Chapter four contains the Teacher's Guide entitled, "Reading Comprehension
Strategies for Struggling Adolescents at Paschal Sherman Indian School." Based on the
literature review from Chapter 2, and discussions with Colville Tribal Elders, eight core
comprehension building strategies have been selected. Walk Two Moons by Sharon
Creech (1994) was selected as an authentic text for illustrating the chosen strategies, that
can be used with other reading materials.
N alive American students at Paschal Sherman Indian School, who are struggling
with reading, will be shown how to improve their comprehension through explicit
instruction in the selected strategies of this Teacher's Guide. The strategies are presented
by linking them to high quality, non-prejudicial literature with links to their cultural
background.
Text Selected for Teacher's Guide

Walk Two Moons is a 1995 Newberry Award winner. It is the story ofa thirteen
year old girl, from N alive American ancestry, who is in search of her mother. Sal, the
main character, begins a road trip across the country with her grandparents to locate her
mother and reunite her family. Along the way, she tells the story of her new friend,
Phoebe, who received mysterious messages, met a "lunatic," and temporarily lost her
own mother. A variety of themes dealing with issues young adolescent middle school
students can relate to are highlighted in this novel.
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Organization of the Teacher's Guide
The lessons presented in this guide do not necessarily fit into a specific time slot
and could be adaptable to a sixty, seventy, or a ninety-minute block ofreading
instruction. The variable would be the amount of time allotted for independent reading
on a given day of instruction. The time allocated for each activity is not specified, since
times will vary based on student discussion, the need for additional modeling of
strategies, and the actual time needed to read the text. The novel is divided into 11
sections, based on chapter divisions and the amount of text that could be covered in 3
instructional days.
The following describes the breakdown of the 11 sections:
Section 1 Pages 1-35

Section 2 Pages 36-52

Section 3 Pages 53-79

Section 4 Pages 80-101

Section 5 Pages I 02-120

Section 6 Pages 121-151

Section 7 Pages 152-180

Section 8 Pages 181-204

Section 9 Pages 205-225

Section IO Pages 226-250

Section 11 Pages 251-280
Each section includes activities and materials that focus on the following: selected
vocabulary words, synonyms for vocabulary words, reading response questions, graphic
organizer guides for selected reading comprehension strategies, hints for linking to
background experience or prior knowledge related to the story content, and suggestions
for closure activities. Materials for each of these areas appear at the end of the manual,
pages 60 through 120. Transparencies have been prepared for each section.
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In each section directions are given for the instructor to model new strategies, and
allow practice within the cooperative learning format. Assessment techniques are
included at the close of each section to check for student understanding.
Accommodations for students who may have special needs have been included.
Every section should take approximately three days in a regular 60 minute class period.
In a 90 minute block, it would take two to three days to complete a section. Words in all
capital letters signify actions that the instructor completes or the students perform.
Cooperative Leaming Strategies
Based on the knowledge of the faculty, it is assumed that the instructors who will
use this Teacher's Guide will already be familiar with cooperative learning techniques.
However, it would be advisable to prepare the class in advance to discuss items with a
neighbor; process information individually, followed by sharing with the whole class or a
small group; work on a joint activity in groups; and be responsive in a group setting by
contributing to assigned activities.
Incentives are generally built into a cooperative learning model based on the
performance of group members on assigned tasks. Providing a framework to earn team
points is one method to hold students accountable for completing work, reinforce
cooperative behaviors, and motivate the class. Some expectations for students are: listen
actively, encourage and provide help to others, work together, give reasons and
explanations, and finish assigned work.
For a refresher on cooperative learning strategies, teachers should see the Success

For All Cooperative Learning Guide (2001) located in the reading specialist's office on
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campus. This accommodations guide with a complete curriculum is designed to prepare
students and teachers for cooperative learning endeavors.
A shortened version of the procedures to follow for each of the eleven sections is
presented next. A more descriptive explanation is provided on sections #1-3 of the guide.
Activity Overview for all Sections
1. ACTIVATE prior knowledge and review some of the previous day's strategies

2. GO over vocabulary words on the overhead, students say words out loud, 3 times
3. REVIEW synonyms of vocabulary words, at least 2 times each day
4. Teacher READS ALOUD selected pages
5. Teacher MODELS selected reading comprehension strategies
6. Teacher ASSIGNS silent reading and strategy to practice during silent reading
7. Teacher FACILITATES partner reading and reviews expectations
8. Teacher MODELS a reading response answer to a question by restating
the question in the answer and using clues from the text
9. Students DISCUSS with their partners Reading Response Questions
10. Students WRITE an answer to one or two questions in their own journals
11. Teacher PROVIDES CLOSURE at the end of the class period by noting
something to reflect on in the book, of a brief homework assignment to complete
The Teacher's Guide for Reading Comprehension strategies begins on page one
and can be removed from Chapter 4 as a separate document to be used in the classroom
with the Walk Two Moons text, which is included in this project.

READING COMPREHENSION STRATEGIES FOR
STRUGGLING ADOLESCENT READERS
AT PASCHAL SHERMAN
INDIAN SCHOOL

Based on the novel
Walk Two Moons
By Sharon Creech

By
Mary C. La Yelle
Paschal Sherman Indian School
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Walk Two Moons by Sharon Creech, is the text selected to accompany this
Teacher's Guide. The lessons are built around a cooperative learning approach. The
comprehension strategies are based on the National Reading Panel (2002) and have been
discussed with Tribal Elders regarding their cultural suitability for our students. The
strategies presented are adaptable to other genres ofliterature. By encouraging students
to incorporate these reading comprehension strategies in other settings, our middle school
adolescents at Paschal Sherman Indian School can gain more from their total academic
day. As students become more proficient at getting meaning from text their ability to
interpret an author's message will allow for drawing greater appreciation for written
material.
SUPPLIES

The supplies you will need to carry out the activities in this Guide are as follows:
a copy of Walk Two Moons by Sharon Creech for each student, a spiral notebook to use
as a Reading Response Journal for all students, an overhead projector, a map of the
United States, 1 inch by 2 inch "post-it" notes, and the complete Teacher's Guide.
PREPARING STUDENTS FOR THE NOVEL

What follows are specific directions to lead the students in preparing for the
reading of the novel. Culturally approp1iate examples are included and students should
be encouraged to express their own ideas and relate the lessons to their prior knowledge.
(Vv ords printed in all CAPITAL LETTERS denote actions the teacher or the student will

engage in.)
SHOW the cover of the novel to the class and begin with the comprehension
strategy of prediction. An example the teacher could give, "Students, we are going to

practice the strategies that "experienced" readers use when they read. One of the

4

strategies "experienced" readers use is prediction. A prediction is a guess that you
think might happen based on something described in print or a picture. Predictions
can also be made based on other books you have read. As I look at the cover of this
book, I can make a prediction, about what I think might be in the book. Maybe this
book will be about a contrast between city and country living because in the
foreground it looks rural, but on the far mountain it looks like a city."

DISTRIBUTE a copy of the book to all the students and allow time for them to
look at the cover of the book and think about some predictions they might make.
ASK students to DISCUSS their predictions with their partners. For students who
are more reluctant, circulate around the room asking guiding questions. The questions
can be focused on details from the cover, e.g. the girls long hair, the strange markings on
the mountain, the vegetation, the two moons, or the lake.
After 2 minutes, ASK the groups to SHARE one prediction that the group made.
WRITE some student predictions on the white board. (Note: All predictions are
acceptable.)
ASK the students to READ SILENTLY the words that are printed on the body of
water, i.e. "Don't judge a man until you've walked two moons in his moccasins."
ASK students to discuss what those words mean with the person in their small
group.
After a few minutes, ALLOW several students to SHARE with the whole class
their ideas of the quote.
PUT several ideas on the white board. (Note: All ideas are acceptable.)
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SETTING OF THE NOVEL

Motivation for students to become better or more "experienced" readers is the
purpose behind focusing on comprehension strategies. Explaining to students the
reasoning behind what they are asked to do is a culturally sensitive procedure. It would
be good to reference this portion with a reminder that "experienced" readers think about .
where the story is taking place or the setting to give them a better sense of what they will
be reading in the book. An introduction to setting could be stated this way: "Students,
the cover of the book gave us a brief insight into the setting of the story, but we are
going to see where the setting is in relation to where we live."
SHOW the class a map of the United States. (Note: A large map in the room
would be good. A map transparency is included in the resource section, p. 108.)
ASK students to DISCUSS with their partner where they think the state of
Kentucky is located.
Have a pair of students or a group come up and LOCATE Kentucky on the
overhead or classroom map.
DISCUSS how far away Kentucky is from Washington. For example, students
may count the number of states between Kentucky and Washington. The teacher might
also point out regions from the map, Pacific Northwest, East Coast, Plains Region, and
the Mountain Region.
ASK the students to TALK with their partners about how long it would take to
drive to Idaho from Paschal Sherman. ASK the students to DISCUSS with their partners
how long it might take to drive from Ohio to Idaho.
PUT the list of the other places mentioned in the book (and listed below) on the
white board and have groups locate them.
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In groups, students FIND the following places on the map: (Some students may
have an idea where the following are located, but the teacher should be prepared to point
them out if students do not know their location or are not willing to share.)
•

Lake Michigan,

•

Mt Rushmore, .

•

Bad Lands of South Dakota,

•

Yellowstone National Park where Old Faithful is located,

•

Coeur d'Alene, Idaho.

•

The Great Lakes

•

The Pacific Ocean

(These places are locations traveled through in the book.)
ENCOURAGE students to TALK among their group about places they or their
family members have traveled to.
ALLOW students time to SHARE with their group some experiences they have
had in traveling.
SOLICIT h·aveling experiences from the students to share with the whole class.
WRITE a few travel experiences on the white board from the groups who are
willing to share. Relate the locations to the map and especially if any of the places match
to specific localities that will be covered in the novel.
EXPLAIN to the students that it will take about 3 days of class time to cover each
of the 11 sections of the novel. A copy of the Table of Contents could be distributed
allowing the students to read section titles and get an overview of the novel.
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ACTIVITY OVERVIEW FOR ALL SESSIONS
The following is a brief overview of the activities to complete for each section.
At the beginning of Sections# 1-3 a detailed description of daily procedures for
vocabulary are presented. In Sections # 4-11 the teacher will be referred back to the
basic procedures section to refresh their memory.
1. ACTIVATE prior knowledge and review some of the previous day's strategies
2. GO over vocabulary words on the overhead, students say words out loud, 3 times
3. REVIEW synonyms of vocabulary words, at ,cast 2 times each day
4. Teacher READS ALOUD selected pages
5. Teacher MODELS selected reading comprehension strategies
6. Teacher ASSIGNS Silent reading and strategy to practice during silent reading
7. Teacher FACILITATES partner reading and reviews expectations
8. Teacher MODELS a reading response answer to a question by restating
the question in the answer and using clues from the text
9. Students DISCUSS with their partners Reading Response Questions
10. Students WRITE an answer to one or two questions in their own journals
11. Teacher PROVIDES CLOSURE at the end of the class period by noting
something to reflect on in the days lesson, of a brief homework assignment to
complete
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Section# 1 "From Kentucky to Ohio"

(pp. J-35)

Objectives:
1. The students will read the identified vocabula,y words from the text with 90%
accuracy on pronunciation. (Note: This objective will be included for all I] sections of
the manual.)
2. The students will orally recite synonyms for selected vocabulary words at least 2 times
per day, for a total of 6 times per section. (Note: This objective will be included for all
11 sections of the manual.)
3. The students will demonstrate a "think aloud" generated from the text.
4. The students will demonstrate a "visualization" generated from the text.
DAILY PROCEDURES

As described in the introduction, daily procedures focus on the comprehension
piece involving fluent recall of words in the text and the meanings for unknown words as
they are presented in the context of the story. As the students spend less energy on
decoding of words, they will be able to direct their energies to comprehension. This daily
routine should be done fairly quickly and with enthusiasm to provide motivation to
become "experienced readers".
A list of vocabulary words for each section is provided. A transparency has been
made for the list of vocabulary words and a transparency for the synonyms. The
transparencies are numbered per section and are identical to the masters. (VT is an
abbreviation for "Vocabulary Transparency." VS is an abbreviation for "Vocabulary
Synonym Transparency".)
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PUT the first vocabulary transparency (VT# Ip. 61) on the overhead. All
transparencies are located in the Resources at the end of the manual and are numbered
according to the section where they are used.
SAY each word and have the students repeat after you the first time. The teacher
needs to POINT to the word as the students say them.
The students REPEAT the complete list of words in unison at least twice
following the initial time of repeating the word after the teacher. Students may not be
familiar with this procedure, but encourage them by explaining that a fluent reader does
not have to labor over strange or unknown words because once they are familiar with the
word and its meaning, what is being told in the story will make sense and they will enjoy
reading. This process is done daily, so if a section takes 3 days to complete the students
will have reviewed their vocabulary words 9 times. (The Teacher needs to ensure that
all students are looking at the list and are repeating all the words. It is easier to detect if
the teacher does NOT say the words with the students on the last couple ofrepetitions.)
PUT VS# I (p. 62) on the overhead and go over the meanings of the words. The
teacher RECITES with the students in unison the words and the synonyms at least
twice. TELL the students that the page numbers indicate where the word is located in
the text, so they may refer back to where the word is in context. By completing this
daily routine for the duration of the section the students will have reviewed synonyms
six times.
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BEGIN THE NOVEL

Have the students tum to page one of the Walk Two Moons novel. The teacher
will READ ALOUD page 1 through 3 to the students. Stop reading at the second
paragraph on page 2 before the sentence, "Where's the barn?"
ASK the students to think about what Sal is thinking about. This is a "think aloud"
strategy that we will be using throughout the text. Allow at least a one minute wait time.
(If students are not participating give an example. "Sal might think a nosey person

lives next door because she keeps looking at her."
MODEL a think aloud that you are experiencing concerning Sal. It might be
something like this: "Sal might be missing the country life she had in Kentucky. At

least it seems like she wasn't too excited about houses that were jammed together."
ENCOURAGE students to stop every now and then in reading and make an image or
picture in their mind about what is happening in the book.
TELL the students that visualization is like a "mind movie." An example of a "mind
movie" might come from the first sentence on page 2. "The houses were all jammed
together like a row of birdhouses." The teacher might say to the students, "In my mind I

see a lot of tiny houses all pushed together like little tiny birdhouses." What do you
see in your mind from that sentence?"
READ to the end of page 3. ASK the students to think on their own about how the
chipping away of a wall (that occurs in the text) could be like one story hidden within
another story.
Let students SHARE their ideas with a neighbor.
ASK small groups of students to SHARE ideas with the class.
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PUT a few ideas on the white board.
DESCRIBE to students the technique authors use called a "FLASHBACK." In this
book Sal tells a story that happened when she lived in Bybanks prior to her father
"plucking her up like a weed" and moving to Euclid, Ohio.
ESTABLISH with the students that they will be a moving from the present events in
the story to what happened over a year ago in Sal's life. EXPLAIN to the students that
this is an example of the author using a flashback method in the story.
POINT OUT the phrases that are clues informing the reader about the timing of
events in the story. (Clue phrases: "Just over a year ago," (p. 1)," Not long ago, when I
was in a car with my grandparents for six days (p. 2)".
ASSIGN students to PARTNER READ pages 4-35.
The teacher will put the following page breaks up on the white board and students are
to discuss with their partner the assigned Reading Response Question when they arrive at
each page break. Reading Response Questions are located in the Resources section and
are numbered according to the appropriate section. (Note: The abbreviation for Reading
Response Question is RRQ. A copy of the Sections Reading Response Questions could
be made ahead of time for each student. (See page 84)
The teacher will PUT this information on the white board:
Pages 4-9

RRQ#l

Pages 10-16

RRQ # 2

Pages 17-24

RRQ#3

Pages 25-28

RRQ # 4

Pages 29-35

RRQ#5

During partner reading the teacher will walk around the room watching for engaged
reading, using positive praise for co-operative working, and redirect students as needed.
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Partner reading procedures are explained in co-operative learning strategies but the
students may need to be reminded to sit next to each other and read loud enough for their
partner to hear but not so loud as to disturb others in the class.
Direct students to read RRQ (p. 84), discuss questions with their partner, and
formulate answers orally at appropriate page breaks. In the event that students do not
finish all 35 pages before the end of a class period, the teacher will instruct them to mark
their place and be ready to begin where they left off the next time they are instructed to
partner read.
Students have had practice with writing responses in a spiral notebook. Some
students may think they need to answer all the questions in written form, so the teacher
will need to assure them that for each section only one or two questions at the most will
need to be answered in written form. Answers to RRQ are provided in the teacher's
section, but all answers should be supported with evidence from the text.
After all the students have finished reading the assigned pages and discussed the RRQ
with their partner, the teacher will MODEL some correct answers to questions #1 & 2 on
the white board with input from the class. Students will NOT have to write down
answers in their journals. (Examples to put on the white board for questions 1 & 2 are
found in the Key to RRQ following each set of questions.)
All students will work with a partner and WRITE the answer to question #3 (Note:
The teacher will put up the questions on the overhead or provide a copy for the students
to have) in their individual reading response journal.)
Three criteria will be EXPLAINED by the teacher the first time the procedure is
used. The 3 criteria are: restate the question in the answer, including details from the

13

book, and be sure the question is answered. Within their group, students will PEER
EDIT each other's work. The teacher MODELS frequently the correct way to restate the
question in providing a complete answer. In oral answers the teacher will encourage and
model restating the question in the answer. (Transparency for criteria, p. 120.)
The teacher will MODEL how to look back in the text for specific details to include
in the answer. Since the students will be keeping the journal throughout the novel the
teacher will be able to document that students are using the comprehension strategies.
ENCOURAGE students to review the text together with their partner or in small
groups to find key details to include in the answer. Students should also be
ENCOURAGED to help those who are having difficulty.
Within groups, questions 6 from Section# 1 RRQ (p. 84) will be discussed since all
of the other questions have been discussed with partners as they read the text.
INDEPENDENT PRACTICE
ASSIGN students to WRITE the answer to RRQ # 3 in their journals. Students
complete this independently, but they have already discussed it with their partner.
Students may be ENCOURAGED to exchange their answers with a peer to read.
COMPLIMENT students on following the correct format in answering questions.
They should be restating the question in the answer, looking in the text if they are unsure
of the answer, and making sure the question is answered. POINT to the overhead, criteria
for answering Reading Response Questions on page 120.
At the end of each class period it is important to provide CLOSURE to the reading
activities accomplished by SUMMARIZING KEY POINTS. For example the teacher
might point out, "Today class, you became more experienced in understanding the
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story by learning the author's technique of flashback. With your partner just
remind each other of what a flashback is." The purpose in summarizing is to provide
closure at the end of the class period. Any specific key idea can be used to summarize
any given day of instruction.
COMPLIMENT groups on jobs well done collaboratively.
As an example of a closure activity, ASK students to THINK about something
connected to the book that relates to their own family. For example you might say,
"Students our time is almost up for today, but for tomorrow I want you to think
about how you are a combination of your mother's family and your father's
family."
Another suggestion might be, "Students our time is about over but be thinking
about the meaning of your name. Sal's mother's name meant "tree sweet juice," or
maple sugar. What does your family name mean?"

GENERAL INFORMATION TO COVER DAILY
Certain procedures are to be used each class period. The routine for vocabulary
words has been established. The following suggestions are hints to improve
comprehension and will vary according to the teaching style of the instructor.
On a new day of instruction always begin by TYING into what has previously been
taught. Using the PREDICTION process would be a good way to tie the two days
together. For instance you might MUSE, "I'm curious to find out about the mystery of
Phoebe."
Another LEAD in could be, "Did anyone find out the meaning of your family
name? Let's have a couple students share what they discovered." Depending on the
amount of time available, the pages for silent reading or partner reading can be adjusted.
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Some teachers may prefer to have students spend more time partner reading and less time
silent reading.

PREPARATION FOR EVALUATION SECTION# 1
EXPLAIN to the students that strong, or "experienced" readers compare things as
they read. They may compare things they know to new things presented in a book. They
may compare two things in the book they are reading. As an example the teacher will put
a T chart up on the white board (see page 119) and compare Paschal Sherman to Omak
Middle School.
Omak Middle School

Paschal Sherman

Kids go home every night

Kids live in the dorm

Have pep assemblies

Have Pow Pows

Public school

Private School

No reflection classes

Jesuits teach reflection

Has a Salish club

All grades have Salish

Has after school detention

Saturday School

Teacher will MODEL how to do a comparison using a T-chart on the white board or
on a transparency. In the Graphic Organizer Section an example of a T-chart comparison
is given on page 119.
For this first evaluation students will work with a partner and COMPLETE a Tchart comparing where Sal lived in Bybanks, Kentucky to her new home in Euclid, Ohio.
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Section #2 "The Message" (pp. 36-52)
Objectives:
I. The students will correctly explain exaggeration, and flashbacks as they
contribute to the story structure in this novel.
2. The students will identify at least one purpose the author had in writing
"Walk Two Moons."
3. The students will draw an example ofsomething they visualized from the
text.
DAILY PROCEDURES
A list of vocabulary words for each section is provided. A transparency has been
made for the list of vocabulary words and a transparency for the synonyms. The
transparencies are numbered per section and are identical to the masters. (VT is an
abbreviation for "Vocabulary Transparency". VS is an abbreviation for "Vocabulary
Synonym Transparency.")
PUT the first vocabulary transparency (VT #2 p. 63) on the overhead. All
transparencies are located in the Resource Section and are numbered according to the
instructional section.
SAY each word and have the students repeat after you the first time . The teacher
needs to POINT to the word as the students say it.
The students REPEAT the words in unison at least twice following the initial time
of repeating the word after the teacher. Students may not be familiar with this
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procedure, but encourage them by explaining that a fluent reader does not have to labor
over strange or unknown words because once they are familiar with the word and its
meaning what is being told by the writer will make sense and they will enjoy reading.
This process is done daily, so if a section takes 3 days to complete the students will have
reviewed their vocabulary words 9 times. (Teacher needs to ensure that all students are
looking at the list and repeating all the words. It is easier to detect if the teacher does
NOT say the words with the students on the last couple ofrepetitions.)
PUT VS# 2 (p. 64) on the overhead and go over the meanings of the words. The
teacher RECITES with the students in unison the words and thy synonyms at least twice.
TELL the students that the page numbers indicates where the word is located in the text,
so the students may refer back to where the word is in context. By completing this daily
routine for the duration of the section the students will have reviewed synonyms six
times.
REVIEW with the students the reading comprehension strategies used in the first
section. They engaged in prediction, finding word meanings in context, rereading,
comparing/contrasting, activating prior knowledge, developing word meanings through
synonyms, visualizing, and using details from the text to answer questions.
MOTIVATE before introducing a new comprehension strategy by reminding them
that our goal is to become more "experienced" readers. The instructor might say, "A
good "experienced reader may engage in a "think aloud" to help them comprehend
the text."

EXPLAIN to them that the process of a "think aloud" is to deliberately MUSE on
possible explanations.

[8

READ the first two paragraphs on page 36 and MODEL a "think aloud" strategy
for the students.
"I'm thinking that Gram must not have been concentrating on where they had
traveled because she couldn't believe they were in Illinois already. It seems kind of
cute the way Gramps refers to Gram as "gooseberry."

EXPLAIN to students that a "think aloud" can be done anytime you read, sort of
like a whisper to yourself and it works great to connect to the story and remember it
better. ASK pairs of students to describe how to do a "think aloud" to each other.
TELL the students that the class will be focusing on the strategy of story structure
for Section # 2.
ASK students the following questions and WRJTE their answers on the white
board. Answers are given that should be generated from the class. After writing the first
question on the white board allow students to TALK with their partner a minute or so
before asking the class for input. ALLOW groups of students to offer their collective
input.

I. "Who is telling the story (also referred to as the narrator) Walk Two
Moons?" The narrator of Walk Two Moons is Sal.

2. "Does the story take place all at the same time?" (Give students time to
talk.) No, the story moves from the present to the past when Sal took a trip with
her Grandparents all the way from Ohio to Idaho. (Note: Remind students that
this is called a FLASHBACK.)
3. "Does the author use any unusual techniques in writing this book?" (Give
students time to discuss among themselves and describe the techniques they have
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noticed.) The author seems to use exaggeration, unusually spelled words, and
double meanings. (Students may be encouraged to collaborate to find examples
of techniques used in Sections # 1 & 2.)
4. "What do you think the author's purpose is in writing this book?" Remind
students that this will be a prediction at this point because they haven't finished
reading the book. All predictions are OK. Allow students to collaborate on their
answers. At this point students may explore if they think the book is fiction or
nonfiction.

5. "Could what you have read so far in Section# 1 really have happened?"
(Give students time to talk before having them respond.) Students should be able
to say that it could have happened which defines the genre of Realistic Fiction, as
discussed in the introduction to this novel. The teacher will give an example of a
book that is fantasy and compare it to a book or story that could really happen and
the students will point out the differences.
Teacher will give a couple example non-examples of realistic fiction or fantasy.

Would the Three Little Pigs be realistic fiction or fantasy?
Would the Lassie short story we read a month ago be realistic fiction or fantasy?
What is the difference between the two stories?
READ OUT LOUD to the students pages 36 and 37.
STOP after "Huzza, huzza!" near the bottom of page 37. Use the following quotes
and ask the students to VISUALIZE (Remind students that to visualize means to make a
picture in your mind based on the words in the book). Remind students that "mind
movies" will help them better remember (comprehend) what they read.
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READ: " .. .off to the right was a huge jing-bang mass of water. It was as
blue as the bluebells that grow behind the barn in Bybanks, and that water just
went on and on-it was all you could see. It looked like a huge blue pasture of water

(pp. 36-37)." Give students time to talk to their partners and describe their "mind
movie." ASK students if they want to share one of their "mind movies".
Instruct students to VISUALIZE this second quote from the text.
READ: "Gramps swerved across two lanes of traffic and onto the exit ramp,
and faster than you could milk a cow we were standing barefoot in the cool water of
Lake Michigan." (Allow time for students to discuss with their partners the "mind

movie" that this quote generated for them.) ASK if any group would like to tell the
others the story that they portrayed in their "mind movie". READ from page 3 8 to the
bottom of page 40. DEMONSTRATE putting a sticky note on places that you stop to
visualize for them.
MODEL placing a sticky note on the middle paragraph of page 38 where Sal
describes her feelings, and how they are like a mirror. Describe to students the "mind
movie" that this excerpt generates for you. Place another sticky note on the bottom of
page 38 where it states, "a newborn calf wobble on its thin ... " Tell the students what
picture you visualize from that section. On page 40 a third sticky note can be placed by
the words "We were following along in her footsteps." Tell the students what you
visualize from that sentence.
DISTRIBUTE to the students 4-6 (2"xl ") sticky notes and give them instructions
to place a note next to every example of a VISUAL picture that can be represented in the
text.
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Remind them that ifI had been putting a sticky strip on the two examples I just
gave them, one would go at the bottom of p. 36 and another one would go in the middle
of page 37.
Students READ SILENTLY pages 41-52. They will place at least 3 sticky notes
on portions of the text that they are able to visualize.
Students will PARTNER READ pages 46-52 sharing "mind movies" with each
other as they come to sticky notes in the text.
INSTRUCT students that as they read a page to their partner they will pause if a
sticky note is on that page and share a "mind movie" with their partner. When it is the
other person's time to read they will get to share a "mind movie." Each person should
share at least 2 mind movies with their partner.
When students finish reading to page 52 in the text, they will look over the
Reading Response Questions Section# 2 (p. 86) and DISCUSS possible answers with
their partner.
When all students have finished the assigned reading the teacher will direct the
class to follow along with RRQ # I as the answer is MODELED for them. As the teacher
models the answer, class input can be incorporated into possible answers. Note that some
students have had the opportunity to discuss the questions orally with their partners
during the time when others were finishing up the reading.
TIME for the students who did not get to discuss the RRQ with partners, needs to
be worked into the instructional class time. (An alternate activity for those who finish
before the rest of the class can be established. For example, those who finish early may
sit with others and assist them with the skill they are working on.)
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The teacher should REMIND students as they discuss RRQ that it is a ve1y good idea
to look back in the text for evidence in answering questions. The oral discussion of
questions should provide enhanced comprehension and promote group collaborative
participation.
INDEPENDENT PRACTICE
ASSIGN question# 4 (p. 86) to be answered in written form in the student's
spiral notebooks (Reading Response Journals). ASK students what needs to be included
in the answer. Students should be able to respond: restate the question, look for answers
in the novel, make sure the question has been answered.
DISTRIBUTE the Graphic Organizer for Visualization (p. 112) of the Resource
Section). Instruct the students that they are to write down in the appropriate quadrants at
least three of the images they visualized and marked with sticky notes.
PUT up the transparency of the Graphic Organizer for Visualization (p. 112) and
MODEL at least one example that the class can provide. Use one of the teacher
examples from pages 36-38 if students are not able to share.
Quote from text

What I visualized

I was like a mirror. If she was sad

I see a mind movie ofmy Mom's

I was sad.

Sad face and mine looks like hers.
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£VALUATION FOR SECTION# 2

Students will answer the following three questions on a separate page of their spiral
notebooks.
1. Give one example of a flashback from pages 36-52. (For an example, p. 38 when

she talked about a mirror, or p. 42, wh,m the nervous young man came to
Phoebe's door.)
2. Tell what you think is the author's purpose for writing this story. Give at least
one example from the book to back up the purpose you selected. (This will be an
opinion but could be to entertain based on the humorous section. A student might
say to help someone more to a new home because Sal had to deal with that issue.)
3. Draw one picture of something that you visualized in this section. Put the page
number next to the picture that you visualized from the text.
Students will be ENCOURAGED to compare their answers with other group
members. This collaborative activity will require the students to make changes,
additions, or deletions. Students will be told to underline or highlight the collaborative
additions so the teacher can see the contributions of peers to the answers.
ACCOMODATIONS: For students who may not be able to write an example for
question# 1 or 2 the teacher can listen orally to those students.
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Section #3 "Flinching"(pp.

53-79)

Objectives:
I. The students will self-monitor their reading by identifying to the teacher

3 passages that are unclear.
2. The students will demonstrate at least 4 of the 6 steps of clarification. (In
writing or to instructor, see accommodations.) (See transparency p. 110)
DAILY PROCEDURES
PUT the third vocabulary transparency (VT #3 p. 65) on the overhead. All
transparencies are located in the Resource Section and are numbered according to the
instructional section where they are used.
SAY each word and have the students repeat the after you the first time. The
teacher needs to POINT to the word as the students say it.
The students REPEAT the complete list of words in unison at least twice
following the initial time of repeating the word after the teacher. Students may not be
familiar with this procedure, but encourage them by explaining that a fluent reader does
not have to labor over strange or unknown words because once they are familiar with the
word and its meaning, what is being told by the writer in the story will make sense and
they will enjoy reading. This process is done daily, so if a section takes 3 days to
complete, the students will have reviewed their vocabulary words 9 times. (The Teacher
needs to ensure that all students are looking at the list and repeating all the words. It is
easier to detect if the teacher does NOT say the words with the students on the last
couple of repetitions.)
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PUT VS# 3 (p. 66) on the overhead and go over the meanings of the words. The
teacher RECITES with the students in unison the words and the synonyms at least twice.
TELL the students that the page numbers indicates where the word is located in the text,
so they may refer back to where the word is found in context. By completing this daily
routine for the duration of the section the students will have reviewed the list of
synonyms six times.
COMPLIMENT students on using imagery (mind movie and visualization) as a
way to improve comprehension.
The teacher READS ALOUD pages 53-58. Students will FOLLOW along as the
teacher reads. Teacher will discuss with the students the contents of the pages read.
DIVIDE class into 4 groups to DISCUSS the following questions and report back
to the whole class their big ideas on their topic. No more than 4 students per group. An
occasional group of3 or 5 may be needed, but adjust group roles accordingly.
ASSIGN a note taker and leader for the group. REMIND students that everyone
must participate.
Group 1: DISCUSS the two titles, Native American and Indian, decide which one is their
preference and why. (If students are having a difficult time, interject some questions like:

"Does it bother you to have a team called 'the Redskins?' In your family what term
do you use when referring to your relatives?"
Group 2: DISCUSS why Sal is so afraid of being left alone. (Suggest that students try to
remember when they were younger and if they had any fears.)
Group 3: DISCUSS Gramps making up the story of shrapnel in his leg. Why does he
write a note and what does he expect the meter attendants to do about his note?
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Group 4: DISCUSS what is meant by gullible. Look it up in the dictionary if you
are unsure of its meaning. How is Sal gullible?
Each group REPORTS back to the entire class their findings. DESCRIBE to the
class how each person's interpretation added to the total comprehension of the story.
COMPLIMENT groups on working well together, sticking to the topic and
accomplishing the group goal.
"Today we are going to look for things that are not clear as we read silently."

The teacher will remind students that they have already used parts of the strategy of
clarification. Focus their attention to the actual steps of clarification by putting them on
the white board: Transparency provided for the steps below p. 110:
1. Admit to yourself that a portion of the text is unclear or doesn't make sense.

2. Reread a section that doesn't make sense.
3. Think aloud or muse about possible meanings
4. Read on to see if the passage is explained in the next few pages.
5. Go back to the text to see if you missed something.
6. Ask for help from a partner (use a dictionary if one word is unclear).
For instance if when I was reading page 54, and didn't know what gullible meant, I
would put a strip of sticky note there. After I was finished reading, I would return to the
spot where the note was, reread the section and try to figure out the meaning.
DISTRIBUTE sticky notes to all students.
ASSIGN students to PLACE at least 3 sticky note strips on 3 separate portions of
the text that is NOT clear to them. Those who finish reading review the Reading
Response questions for section # 3.
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The teacher will MODEL a think aloud strategy for clarification. The model
demonstrated will be, talking about one's own thinking. The teacher will MUSE about the
meaning of gullible (p. 54). The teacher would state, "I'm wondering what Sal's dad
meant when he said she was as gullible as a fish. Maybe it has something to do with
the sentence in the text that states, .. .I am a little slow to figure these things out. It
might have something to do with Sal's gramps changing the subject when Sal asked
him about the shrapnel in his leg. So, if I put those ideas together maybe it means
Sal takes what people say literally instead of a figure of speech, an exaggeration, or a
play on words. Since Gramps was trying to get out of paying for the parking and
used the imaginary shrapnel as an excuse, maybe gullible means easily tricked or
deceived because Gramps was trying to trick or deceive the parking attendants."
REMIND students that the first step in clarifying is to admit that a passage is
unclear. In talking about one's own thinking you can combine rereading the portion that
is unclear including the entire paragraph to check out the meaning in context, and draw
from your own background knowledge to add insight.
Another strategy for clarification is to consult with a partner and get their
interpretation on the phrase or word in question.
Using a dictionary or thesaurus will confirm the meaning of a word if it was not
clear by rereading previous text or moving ahead. Several meanings may be given in a
dictionary but the correct meaning will need to be checked out by comparing it to the
context of the story. (Students have practiced dictionary skills previously.)
With a PARTNER, students will go over at least two passages that they identified
to CLARIFY. They will go through the following steps:
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I. Reread the paragraph that includes the word or phrase that is UNCLEAR;
2. THINK OR MUSE out loud the meaning of the passage;
3. CONSIDER story elements, could this be a flashback, figure of speech, or an
exaggeration;
4. ADD background knowledge from personal experience or the book itself;
5. TALK over your ideas with a group member;
6. DISCUSS with your instructor. (A dictionary would be helpful if an unknown
word has you perplexed.)
The teacher will ROTATE among the groups listening for the use of strategies as
modeled. Provide positive FEEDBACK for those who are using strategies. Stop and
model again a strategy for a group that is floundering.
Teacher will MODEL the answers to RRQ # I and 2 (p. 88) on the overhead
transparency or the white board.
Students will DISCUSS Reading Response Questions 3 through 6 with partners.
INDEPENDENT PRACTICE

All students will ANSWER question# 7 in their RR Journals, restating the
question in the answer and using details from the text. Refer to the transparency "Criteria
for Answering Reading Response Questions" (see page 120).
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£VALUATION FOR SECTION# 3

STUDENTS will briefly explain at least 4 strategies to use when a passage is unclear
to them. They may use an example and label the steps or just list the steps. EXPLAIN to
students that the 4 strategies do NOT need to be in complete sentences, but they should
reflect a step to take when unsure, or unclear about what has been read.
KEY: AT LEAST 4 OF THE FOLLOWING ITEMS MUST BE INCLUDED
1. Identify that something is unclear or doesn't make sense

2. Reread the section that doesn't make sense
3. Think aloud or muse about possible meanings
4. Read on to see if the passage is explained in the next page or so
5. Go back in the text to see if you have missed something
6. Ask for help from a partner (use a dictionary if one word is unclear)
ACCOMODATIONS: A few students may need to perform this task orally based on
their needs. A student could talk the steps into a tape recorder, give the steps orally to a
para-educator, or the teacher could listen to a student go over the steps.
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Section # 4 "The Singing Tree" (pp. 80-101)
Objective:
The students will locate and state two cause and effect examples in their reading on
pages 80-101.
DAILY PROCEDURES

REFER back to p. IO for a review on the beginning procedures for each section.
PUT VT# 4 & PUT VS # 4 (p. 67 & 68) on the overhead and proceed with the nmmal
daily routine.
The teacher will SUMMARIZE key points of the story so far. The teacher might
STATE, "Sal and her Dad moved from Kentucky to Ohio and Sal tried to adjust to

her new school. A year ago Sal's mom left for Idaho and a big part of the story
happens during a road trip with Sal's grandparents. Flashbacks occur between the
current road trip and events that happened to Sal and her friend Phoebe in Euclid."
In order to accomplish a SUMMARY the teacher can either supply the above
information or generate it from students and WRITE some key ideas on the white board.
The Teacher will READ ALOUD pages 80-83. ASK students to PREDICT what
they think might happen in regards to the following quote, "We had absolutely no idea

all the trouble they were going to cause." (If students are having difficulties discussing
this question you might ask, "Would it be a good idea for a teacher to read a note

that students were trying to pass in class?" Why or why not? In partners students
could DISCUSS what might happen if a teacher read out loud to the class a note they had
passed.
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JOT down a few predictions on the white board generated from the class. An
example of a prediction might be: "There will be an early release on Friday, so I

predict that we may have more kids absent that day." "There will be a Pow-Wow
on Friday, so I predict that many of you will bring your regalia and be prepared to
dance."
The teacher will REVIEW the passages previonsly read (pages 80-83) and model
how to put them in a cause and effect graphic organizer. Students may add their own
cause and effect relationships to add to the list below.
CAUSE

EFFECT

Mr. Birkway boomed "What?"

The whole room was silent.

Sal didn't have a journal.

Her heart clobbered in her chest.

Mr. Birkway loved his subject.

He leaped around the room.

As the students READ pages 84-101 they are to place at least two sticky notes on
a cause and effect situations that they find.
Teacher uses discretion whether to use above pages as SILENT reading or
PARTNER READING depending on engaged time, ability of the readers, and the
strategies targeted.
After students are done with silent reading DISTRIBUTE the Graphic Organizer
for Cause & Effect found on page 116 and 117 of the Resource Section.
Each student needs to LOCATE at least 5 CAUSE AND EFFECT examples in
the silent reading. The teacher will walk around the room to REDIRECT or help students
who may be confused about putting the sticky notes on examples. The teacher will
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RECORD one Cause and Effect from each group on the overhead or white board as an
example of the student's work.
An additional graphic organizer is provided for several causes that contribute to
one effect. (p. 116)

CAUSES
EFFECT

I
CAUSES

~

/

.

~

/

EFFECT

~

The teacher will COMPLIMENT students on locating cause & effect in the text.
The students will PARTNER READ page 98-101. This would be used as a silent
read time if the student's partner read it the first time. Again, the teacher will STRESS
that rereading is another comprehension strategy.

I
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The teacher will MODEL the answer to RRQ # 1. The questions may be
duplicated for all the students from the resources section or the transparency can be put
up so all the students can refer to the questions for their discussion. Answer key to RRQ
follows the student's reading response questions. Partners will DISCUSS questions RRQ
#2-6 (pp. 91-92)
INDEPENDENT PRACTICE

Each student will ANSWER RRQ # 6 (p. 91) in their journals. Students are
allowed to work together in generating answers to questions, but they each must put an
answer in their own journals. See "Criteria for Answering Reading Response Questions"
p. 118 in the Graphic Organizer Section to guide students in their answers.
£VALUATION OF SECTION# 4

Students will determine the cause and effect relationship in the following
sentences. They may make a T-chart with one side cause and other side effect, or they
can use the arrow graphic organizer provided on p. 116 and 117.
1. The brilliant sun was facing Mr. Birdsong as he traveled so he was forced to put

on his nerdy, huge, sunglasses on top of his regular glasses.
2. While Mrs. Periwinkle was away on a Caribbean Cruise her blackberry bushes
became so overgrown she had to hire a gardener to shear and slash back her
tangled, hearty, plants.
3. Sal was afraid when the boy began to rummage through Gramps pants and wanted
Gramps to do something.
4. Sal pulled back her arm and tossed the rock straight at the tree. One edge
embedded itself in the knothole.
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5. We were all so worried about Gram that we felt a little cantankerous in the
mornmg.

KEY FOR ABOVE EVALUATION:
CAUSE

EFFECT

I. brilliant sun

put on nerdy sunglasses

2. away on a crmse

hire gardener to shear ben-y bushes

3. afraid of the boy

wanted Gramps to do something

4. tossed the rock

rock embedded in knothole

5. won-ied about Gram

felt cantankerous

ACCOMODATIONS: An accommodation for a student who has difficulty writing could
be to do this assessment orally. A copy of the sentences could be given to the student
with two different colored markers. One color could be for the cause and the other color
for the effect.
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Section # 5 "In the Course of a Lifetime" (pp.

102-120)

Objective:
The students will demonstrate a reading comprehension strategy in a
setting other than their reading class.
DAILY PROCEDURES
The teacher will COMPLIMENT students on finding cause and effect
relationships worked on in previous section.
The teacher will REFER top. 10 for a review on the beginning procedures for
each section. SELECT VT and VS for Section# 5 (pp. 69-70).
The teacher will ENCOURAGE students on becoming more "experienced"
readers by practicing their comprehension strategies as they read in this setting, in other
classes, and recreational reading at home.
The teacher will READ out loud pages 102-106.
The teacher will ASK students to list at least 5 things in their group that would
matter in the course of a lifetime. The teacher might state, "An example of something
that might 'matter in the course of a lifetime' would be a flood that wiped out an
entire town. In the book it compares the loss of your mother as a very important
part of life, as opposed to trying out for cheerleading not being that important.
What in your opinion would be an event that would matter in the course of a
lifetime? In the context of the novel, why is Sal concerned about yelling at her
mother?"
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The teacher will allow time for partners to DISCUSS the above questions, then
GO around the room and have a reporter from each group SHARE their list.
The teacher will COMPLIMENT students on picking out values that will last,
rather than insignificant things. The teacher will ASSIGN students to READ silently
pages 102-120. As a focus question, the teacher will ASK the students to THINK
ABOUT, "What does matter in the course of a lifetime?"
The teacher will EXPLAIN to students that REREADING what has already been
read to them will increase their understanding of the story.
When the students are finished reading silently, they will PARTNER READ
pages 114-120. REMIND students to use the COMPREHENSION STRATEGIES we
have practiced so far: "think aloud", visualizing, background knowledge, cause and
effect, author's purpose, clarifying, and summarizing. All strategies have been practiced
as they are introduced during teacher "read alouds." A new strategy will not be
introduced for this section. The teacher will MODEL the answer to question #1 using an
example of what would matter for a lifetime that the class generated.
In GROUPS the students will DISCUSS RR questions 2-5. The teacher will
CIRCULATE around the room and listen for deeper level answers, monitor that students
are looking back into the text for detailed answers, and guiding students in writing
responses that covers the criteria needed. (A guide is located in transparencies page 120
for answering Response Questions.)
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INDEPENDENT PRACTICE

Individually students will ANSWER question RRQ # 4 (p. 93) in their journals.
The teacher may REFER to the transparency "Criteria for Answering Reading Response
Questions" located on p. 120 in the Graphic Organizer Section of the Resources.
£VALUATION OF SECTION

5

Students will describe in at least 3 sentences describing what comprehension
strategies they have used in settings other than reading class. They will write the
sentences in their journal. The list of strategies will be available for them to use as they
work on this evaluation. (Think aloud, activate prior knowledge, visualization or mind
movie, rereading, summarization, cause and effect, steps of clarification, or question
generation.)
KEY TO EVALUATION: The instructor will look for 3 sentences that incorporate
comprehension strategies (as listed above) in settings such as another content area,
reading for pleasure, reading directions, or some other authentic purpose.
ACCOMODATIONS: Individual conferences with students who need an oral
assessment.
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Section# 6 "Evidence" (pp.121-151)
Objectives:
1. Each student will contribute one prior experience that would relate to this novel.
2. The students will demonstrate the comprehension strategy ofselecting main idea
and details with at least 90% accuracy.
DAILY PROCEDURES

The teacher will REFER back to p. 10 for a review of the procedures to cover for
each new section. The Teacher will SELECT VT# 6 and VS# 8 (p. 71 & 72) to present
daily to students as this section is covered.
The teacher will ACTIVATE prior knowledge, for instance and ASK the students,
"Based on the strange behavior of Mrs. Winterbottom, what do you think might
happen next? Do you think there is any connection between the "lunatic" and Mrs.
Winterbottom? Why is Phoebe so anxious to go to the police?" The teacher will
allow time for response from the students and allow them to DISCUSS with their
partners. The teacher will COMPLIMENT their use of examples from the text.
The teacher will READ pages 121-128 ALOUD. Stop at the bottom ofp. 122,
ASK the students, "Why Sal is reliving the experience she had watching her mother
pick blackberries and kiss a tree?" Allow students TIME to discuss this with their
group members first, then have students RESPOND. The teacher will WRITE some of
the responses on the white board.
Teacher continues to READ at the bottom ofpage122 to the top of page 125.
ASK students to DISCUSS the relationship between Ben and Sal. Allow TIME for
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groups to share. PUT several ideas from groups on the white board. The teacher will
continue reading to page 128.
The teacher will INTRODUCE the comprehension strategy for this section which
will be MAIN IDEAS & DETAILS.
The teacher will MODEL the main idea and details from the middle paragraph on
page 124.
The students will reread the paragraph SILENTLY after the teacher reads it.
REMIND students that details will support the main idea. ASK the students what the
paragraph is mostly about.
Proceed with the following guided practice with the students if they are unable to
come up with the main idea and details. Students will need each new comprehension
strategy modeled for them many times.
Example# 1, Main Idea: "... I thought it might be nice to stay there forever with him
just running his finger along my palm like that." Details that support the main idea:
1. He took my hand and stared at it.
2. His hand was soft and warm, my hand was sweaty.
3.

It gave me the shivers in a pleasant way.

Example# 2, of Main Idea and Supporting Details: Have students reread the first
complete paragraph on page 128. What is the paragraph mainly about? After you think
you have selected the main idea, see if the remaining sentences are details that support
the main idea.
Example# 2, Main idea: "They looked like they were connected."
Details that support the main idea:
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1. On the opened page was a photo of my father and mother sitting in the grass

beneath the sugar maple.
2. His arm was around her and she was sort of folded into him.
3.

His face was pressed up next to hers.

4.

Their hair blended together.
Students need to READ SILENTLY pages 129-151. REMIND students that they

are to be using the strategies taught so far while they are reading silently. Putting up the
following list on the white board as a reminder would be a good idea: prediction, "think
aloud", clarification, main idea and details, visualization, and questioning.
After about 15-20 minutes of independent reading STOP and check to see what
reading strategies they have used. ENCOURAGE and COMPLIMENT the use of ALL
the strategies that have been covered.
Students finish SILENT READING.
Students PARTNER READ pages 146-151. When the readings are completed
students can REVIEW the reading response questions for section# 6.
Student practice on main idea: ASSIGN the last paragraph on p. 143 for students
to locate the main idea and supporting details.
EXPLAIN to students that in completing this assignment on main idea and details
they may uses phrases instead on complete sentences. Students will work with partners
on this activity.
Practice# 1 on Main Idea: Read the first complete paragraph on page 145. Locate the
main idea and list at least 3 supporting details. (Key below)
Main Idea: I looked forward to seeing this baby.
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Details that support the main idea: we decorated the nursery, people gave us baby
clothes, we bought new cloth diapers
Practice# 2 on Main Idea: Read the first complete paragraph on page 143. Locate the
main idea and list at least 3 supporting details. (Key below)

Main Idea: Why did Sal's mom choose to go to Idaho?
Details that support the main idea: she had a cousin in Lewiston, did she open an Atlas
and point her finger, her cousin would tell her what she was really like
Practice# 3 on Main Idea: Read the last paragraph on page 146. Locate the main idea
and list at least 3 supporting details. (Key below)

Main Idea: I passed out again, Details to support the main idea: woods were darker
and the air was cooler, mother's voice was distant and faint, my voice caught in my
throat
The teacher will MONITOR partner work to check for understanding and provide
support. Teacher will MODEL on the white board a simple web with the main idea in a
circle in the center and lines or rays coming out of the circle for the details.
Teacher will model RRQ 1 & 2 (p. 96) on white board for students asking for
input from the class in the answers.
PARTNER WORK: Students will discuss RRQ # 3-6 (p. 95), looking up answers
in the text they may have forgotten.
INDIVIDUAL PRACTICE

Students will answer RRQ # 7 (p. 96) in their own journals. The transparency
"Criteria for Answering Reading Response Questions" (p. 120) may be put on the
overhead to remind students what needs to be included in their answers.
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EVALUATION FOR SECTION# 6

MAIN IDEA QUIZ:
Students will individually reread pages 129 and 130. Select one main idea from
these pages and write at least 3 supporting details based on the main idea selected.
Written work will be placed in Journals. Students may choose to do a circle web for the
main idea and use lines or rays to put the details on coming out from the circle.
ACCOMODATIONS: The teacher will COPY pages 129 and 130 from the text
for any students who need oral exams. GIVE the student two different colored markers.
One color of marker will be for the main idea and the other color for the details. The
teacher may choose to have the student also explain orally how the details support the
main idea.
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Section # 7 "Pandora's Box" (pp.

152-180)

OBJECTIVE:
1. The students will create a personal question generated from an idea in the text
from pages 177-180 and formulate a possible answer.

DAILY PROCEDURES
The teacher will REFER top. 10 for a review on the procedures for each section.
The teacher will SELECT VT# 8 & VS# 8 (pp. 73 & 74) to present the vocabulary
words and synonyms every day while in this section.
The teacher will COMPLIMENT students on finding the main idea and
supporting details on the previous section quiz. The teacher will WRITE the following
quote on board and ASK the class to discuss with their partners: "You can't keep the

birds of sadness from flying over your head, but you can keep them from nesting in
your hair."
The teacher will allow a few minutes for students to discuss together, then the
teacher will AKS the students to BRAINSTORM what the above quote might mean. The
teacher will WRITE ideas on white board or overhead that the class generates.
The teacher will READ ALOUD pages 152-156. The teacher will STOP &
MUSE at the bottom of page 153 and bring in the Question Generation Strategy, by
asking, "Why does Gramps always makes the comment about the "marriage bed?"
The teacher will allow students to TALK collaboratively and DISCUSS the above quote.
The teacher will ENCOURAGE pairs of students to SHARE what they think.
The teacher will MUSE after reading half of page 155, "I'm wondering why

Phoebe just doesn't say to her friends, my mom is gone?" "Is anyone else besides
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Sal catching on to Phoebe's lies?" Allow TIME for students to respond and generate
some questions they might want answered in the text. The teacher will continue
READING to the end of page 156.
The teacher will EXPLAIN to the students that a myth is a legendary narrative
that presents parts of the beliefs of a people or describes a practice or natural
phenomenon. Zeus, Pandora, and Prometheus were gods in Greek mythology. The
Greeks believed Zeus was all-knowing and all-seeing. Zeus was a sky and weather god,
especially associated with rain, thunder, and lightening.
The teacher will INTRODUCE the Graphic Organizer "Format for Asking
Questions," found on p. 111 in the Graphic Organizer Section of the Resources. The
teacher will DISTRlBUTE the Graphic Organizer and MODEL from pages 152-156.
Quote or Picture from text

My Question

Possible Answer

Why do people who love

Why did Sal's mom leave?

Maybe she wasn't her

each other leave?

normal self because she was
sad about the baby's death.

Why does Phoebe lie at

Have I ever told a lie when

Phoebe took an easy way

school, when they ask

upset or embarrassed about

out and sometimes I do too

where her mom is?

something?

rather than be embarrassed.

The students will SILENT READ pages 157-180. The teacher will MONITOR
engaged reading while students read, occasionally asking a student to read a page aloud.
The teacher will ASSIGN students to use the graphic organizer and ask 3 questions from
their silent reading as modeled by the teacher. The students will fill out the grids of the
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graphic organizer while they are doing their silent reading. The teacher will MONITOR
that students "catch on" to the process of filling out the graphic organizer.
The students will PARTNER READ pages 177-180.
Teacher MODELS answer to question# 1 from RRQ (p. 97). Students DISCUSS
RRQ # 2-5 with their PARTNERS.
INDEPENDENT PRACTICE

Students will individually ANSWER RRQ # 4 (p. 97) in their journals. (A
teacher's key (p. 98) is provided which answers the questions based on this author's
interpretation of the novel. The users of this Guide may choose to come up with their
own answers to the Reading Response questions.)
EVALUATION FOR SECTION#

7

The teacher will DISTRIBUTE a new Graphic Organizer for Asking Questions to all
students. (p. 111)
The teacher will ASSIGN students to focus on pages 177-180 and fill out the
Graphic Organizer. The teacher will REMIND students that they already participated in
this activity as group work.
EVALUATION: Students will need to generate an original thought from a quote
or visual image found in the text, create a question, and formulate a possible answer.
They will need to follow the above procedure 3 times.
ACCOMODATIONS: The teacher will COPY pages 177-180 from the text.
Students will be given highlighters to mark the section that generated a question for them.
They will need to state the question they have to the teacher who will scribe the question
for them in the quadrant of the graphic organizer.
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Section # 8 "The Tide Rises" (pp.

181-204)

Objective:
The students will demonstrate making an inference jiwn a mental image or quote found
in the text jiwn pages 198-204.
DAILY PROCEDURERS

The teacher will REFER to p. 10 for a review on the procedures for beginning a
new section. The teacher will SELECT VT # 8 and VS # 8 (pp. 75-7 6) to use daily in
this section.
The teacher will COMPLIMENT the students on their original questions from the
previous assessment. The teacher will POINT out all the comprehension strategies that
the students are using as they read. The teacher will ASK the students what they have
enjoyed so far in the novel.
The teacher will ASK the students to predict what might be meant by "The Tide
Rises." The students will TALK collaboratively with their partners and be prepared to
SHARE in pairs what they thought the quote meant.
The teacher will READ ALOUD pages 181-188. The teacher will DESCRIBE &
MODEL the process for making inferences from a novel. The teacher might say,
"Students you need to remember that inferences come from your MIND not directly
from the text, but the text triggers the inference. There is a figure of speech that
states, 'you need to read between the lines.' That's what we are talking about with
inferences. The author leaves it up to the reader to figure out some things without
actually telling it in words."
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An example of an inference can be gleaned from page 180 of the text. The

teacher might MUSE, "I'm wondering since Gram didn't even get out of the car, if
she is feeling OK?" The text doesn't really say she isn't well but based on her
previous enthusiasm it doesn't seem like her to not even take an interest."
The teacher will REMIND students again that an inference is NOT in the book, it
is in their MIND.
The teacher will DISTRIBUTE the Graphic Organizer for Inferential Thinking
found on page 113. The teacher will PUT the transparency for Inferential Thinking on
the overhead. The teacher will ASK the students to tum to page 182 in the text.
The teacher will MODEL this strategy by placing the quote in the Graphic Organizer and
writing down a personal inference. An example is provided below:
Quote or Picture from Text

My Inference

"nevermore returns the traveler

death is to be expected like the tide rises

to the shore ... "

and falls twice a day

"I felt my ornery donkey self waking up." when people don't take me seriously, I
find myself getting mad

The teacher will REMIND the students that making a personal application to the
text, aids comprehension. The teacher will PRACTICE with the students some
inferences and ASK them if the inference they stated came from their mind or from the
book to differentiate an inference from a statement in the book
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Students SILENT READ pages 189-204. During silent reading the teacher
encourages the use of comprehension strategies. The teacher will also MONITOR
student performance by occasionally having a student read a page aloud.
Students PARTNER READ pages 198-204. The students COMPLETE the Graphic
Organizer on Inferential Thinking after partner reading. The students will work
collaboratively on filling out a Graphic Organizer, but each student will have a copy of
their own to reference for this strategy.
Within groups the students will SHARE their graphic organizers that they have
worked on with partners. The students will DISCUSS the different inferences that they
have among the total group.
The Teacher will MODEL RRQ # 1 (p. 99) by restating the question in the
answer, finding details in the text to include in the answer, and double checking to see if
the question has been completely answered.
The students and their partners DISCUSS RRQ # 2-5. (See key for section on p.
100, for possible answers as the students discuss these RRQ.)
INDEPENDENT PRACTICE

The students will write the answer to RRQ # 4 in their journals. The students may
work collaboratively, but each student needs to have a written answer in their journal.
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£VALUATION FOR SECTION# 8

(
'

The teacher will DISTRIBUTE a new Graphic Organizer for Inferential Thinking
to all the students (113).
The teacher will ASSIGN the students to focus on pages 198-204 and fill out the
Graphic Organizer,. by putting down a quote or picti.ire from the text and a personal
inference related to it in the corresponding grid.
EVALUATION: The students will need to respond to a quote or mental image
generated from the text by expressing an inference (something not explicit in the text).
They will need to come up with 3 inferences from the above pages. The teacher will be
looking for examples from the text, but original thoughts from the students.
ACCOMODATIONS: Copy pages 198 to 204 for any student who needs an oral
assessment. Allow the student to use a highlighter to mark at least 3 quotes from the text
that triggered a personal inference. The student would orally tell the teacher, or an aide,
what inference they came up with. Someone would scribe the student's inference in the
appropriate spot.
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Section # 9 "Blackberry Kisses" (pp. 205-225)
Objectives:
1. The students will create an original sentences from the vocabula,y words in the
same way the words are used in the novel.
2. The students will demonstrate the use of multiple comprehension strategies as
they read silently, partner read, answer reading response questions, and complete
graphic organizers.
DAILY PROCEDURES

The teacher will REFER to p. 10 to review the procedures in beginning a new
section. The teacher will SELECT VT# 9 & VS # 9 (pp. 77 -78) to use for daily drill on
the words and synonyms.
The teacher will COMPLIMENT students on their ability to generate inferences
from the text.
The teacher will MODEL creating a sentence from at least two of the words from
the section# 9 vocabulary list. The teacher will SHOW students how they can use the
synonym in the sentence to give meaning to words that might be difficult to understand.
The teacher will ASSIGN one word per student to practice writing an original
sentence from the vocabulary words using the synonym in the sentence. The students
will WRITE an original sentences in their spiral notebooks. Students may work with
partners for this activity. The students will SHARE their sentences within their group.
The teacher will READ ALOUD pages 205-209. The teacher will stop and
MUSE about the strange or weird use of words in the text by sayng, "Peeby, wing-ding,
huzza-huzza, and redible." What is the author's purpose for using weird words?"
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The students will collaboratively DISCUSS the weird words and SHARE in pairs
what they think the author's purpose is in using them.
The teacher will ASK the students to PREDICT from the bottom of page 209
what might happen when the journals are read in class that Sal, Ben, and Phoebe are in.
The students will SILENT READ pages 210-225. The students will PARTNER
READ pages 222-225.
The teacher will MODEL RRQ # 1 (p. 101) on overhead or white board. The
students will discuss with their PARTNERS RRQ # 2-5.
INDEPENDENT PRACTICE

Students individually answer RRQ # 5 (p. 101) in their journals. The teacher may
wish to use the transparency "Criteria for Answering Reading Response Questions"
found on page 120 to guide students in their written work.
EVALUATION FOR SECTION# 9

The students will use the following words from the vocabulary list in an original
sentence that matches the way the word is used in the novel.
1. nonchalantly

2. barreled

3. magnificent
4. apologize
5. symbols
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EVALUATION
Sentences must use the word as it is used in the text. It must be a complete
sentence with appropriate conventions.
ACCOMODATION: A student may give the sentences orally and have the
teacher scribe as dictated. Some students may be able to use a keyboard, so the teacher
can check out the Alpha Smarts to use for this activity from the Resource Room or
schedule time in the computer lab for the student.
NOTE: It is possible that Section# 9 & 10 may take only 2 instructional days
rather than 3 because the teacher is not spending as much time teaching new
comprehension strategies. It is still very important to provide as much exposure to the
vocabulary words and synonyms. The drill on repeating the words could be done at the
start and end of the class to provide adequate coverage.
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Section # 10 "A Kiss" (pp.

226-250)

Objective:
The students will develop new thinking based on a quote or picture from the text.
DAILY PROCEDURES

The teacher will REFER to p. 10 to review the procedures for starting a new
section. The teacher will SELECT VT# 10 and VS # 10 (pp. 79-80) to review daily
during this section.
The teacher will INTRODUCE the concept that good readers use a combination
of comprehension strategies every time they read. A combination can also be called
SYNTHESIS. An example of a synthesis is on page 133 in the text and the teacher will
INSTRUCT the students to LISTEN to this paragraph. The teacher reads the paragraph
beginning, "I was uneasy ... " EXPLAIN to the students that a number of strategies
could be used to comprehend the previously read passage.

There is a compare/contrast between the way family members acted when Sal's
mom left and when Phoebe's mom left. A cause and effect is also located in that
paragraph. An example of CAUSE: Mom left; An example of EFFECT: nothing was
where it was supposed to be.
The teacher will EXPLAIN to the students that they might need to seek additional
clarification on what skittish or fidgety means. So, using clarification is a strategy.
Another strategy is to make your own new thinking based on what you put together or
synthesized from the text.
As an example the teacher will start with a quote from the text: "Moody Blue,
whimpered for hours on end." Then, the teacher will MODEL how to come up with
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the New Thinking from the text quote, "When I need to be away I think I should find

a dog sitter for my dog."
The teacher will DISTRIBUTE the Graphic Organizer for Synthesizing Infonnation
(p. 115). The teacher will PUT up the Graphic Organizer up for Synthesizing
Information on the overhead. The teacher will MODEL two examples of synthesizing
information from the READ ALOUD pages 226-230.
Quote or Picture from Text

New Thinking

Mr. Birkway apologized for hurting

As a teacher sometimes I make mistakes

people's feelings

and need to apologize

Sal there's a spider-oh Sal, kill it!

Spiders scare some people. Maybe they
aren't scared but do it for attention.

The teacher will ASSIGN students to READ SILENTLY 230-250, as they read
students are to PAUSE and WRITE down 2 examples of synthesizing based on an image
or phrase from the text. The students will DISCUSS their examples of "New Thinking"
from the graphic organizer with partners. The students will SHARE with the class some
of their examples.
The Teacher will WRITE on overhead or white board examples from the students.
The students will PARTNER READ 243-250. Teacher will MODEL RRQ # 1.
Students will DISCUSS RRQ # 2-6 (p. 103).
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INDEPENDENT PRACTICE

(

Students will answer RRQ # 6 in their RR journals (p. 103).

£VALUATION FOR SECTION# 10

The teacher will DISTRIBUTE a new Graphic Organizer for Synthesizing
Information. The students will individually pick out 2 items from pages 243-250 and
write down a New Thinking Idea.
EVALUATION:
As long as students can jot down 2 quotes or visual images from the text and
synthesize "New Thinking" they will have demonstrated this strategy.
ACCOMODATIONS: The teacher may scribe student's responses in graphic organizer.
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Section# 11 "Our Gooseberry"(pp. 251-280)
Objectives:
J. The students will respond in writing to Sal's ability to cope with her mother's

death.
2. The students will be able to verbalize on an individual basis with the teacher what
comprehension strategies they use in other settings.
DAILY PROCEDURES

The teacher will REFER to p. 10 to review the procedures for beginning a new
section. The teacher will SELECT VT# 11 & VS # 11 (pp. 81-82) to cover during work
on this section.
The teacher will COMPLIMENT students on their synthesizing comprehension
strategies
The teacher will READ ALOUD pages 251-255. The teacher will ASK students
if they had any mental images during the reading. The students will collaboratively
DISCUSS with their partners some of their mental images. The teacher will PUT some
of the visualization ideas on the white board that the students shared in class.
The teacher will ASSIGN students to PARTNER READ page 256-280. The
teacher will DISTRIBUTE white or light colored construction paper and the students will
DRAW one illustration to go with the novel.
The students will DISCUSS RRQ # 1-6 in groups.
INDEPENDENT PRACTICE

The students will individually ANSWER RRQ # 4 (p. 105) in their Journals.
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EVALUATION FOR SECTION 11

The students will write a nanative explaining how Sal was able to accept her
mother's death and what events helped her cope with such a life-changing event.
EVALUATION
The teacher will look for examples from the text such as; her grs1ndparents role,
her father's support, the similar experiences of Phoebe, and how Ben's experience with
his mom may have helped her. For overall evaluation, the journals should demonstrate
growth in using comprehension strategies. All students should be able to discuss how
they have generalized the comprehension strategies to other settings.
ACCOMODATION: A student may be able to discuss orally by explaining how
Sal was able to accept her mother's death.
The teacher may choose to use CONFERENCES with all students individually to
gain insight into how these skills have been generalized.
The teacher will COLLECT the student's journals and look for growth in their use
of comprehension strategies. The demonstrated use of comprehension strategies will be
an indication of how well the students self monitored their own reading and transfened
the skills to other settings

NATIVE AMERICAN TEXT SELECTIONS
Selecting appropriate reading materials is crucial to avoid the pitfalls of
stereotypical expressions. Naomi Caldwell-Wood and Lisa Mitten (1991) in their
publication "I" is Not For Indian: The Portrayal of Native American in Books for Young

People, makes some recommendations for selecting reading materials. They stress the
importance of accurate historical information without cliches or fallacies. A few
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materials that come highly endorsed by these writers are: Happily May I Walk: American
Indians and Alaskan Natives Today by Arlene B. Hirschfelder; lktomi and the Ducks by
Paul Goble; Indian Chiefs by Russell Freedman; American Indian Stories by Herman
Viola; and The Shadow Brothers by A. E. Cannon.
Caldwell-Wood and Mitten (1991) described books that depict Indians as savages
or have misperceptions as those that should be avoided. In particular the Indian in the
Cupboard (1980) by Lynn Reid Banks, is characterized as very damaging to Native
people. They stated that, in general, books from British Authors about Indians tend to
ridicule and stereotype this group of people. Some additional titles that fall into this
negative category are: The Night the White Deer Died by Gary Paulsen, The Legend of
Jimmy Spoon by Kristiana Gregory, Full Moon: Indian Legends of the Seasons by Lillian
Budd, and Drift by William Mayne. Their publication details the specific reasons to
avoid these titles. Violence towards women and children have no basis in tribal cultures
and those themes connected with Native Americans should be avoided. Condescending
overtones, inaccurate information, and the use of words like "papoose", "squaw", or the
"Noble Savage", continue to dehumanize Native people. Some novels depict Indians as
"grunting savages" or "drunken Indians" leaving a very negative role model for students.
Caldwell-Wood and Mitten (1991) offer two sources teachers may reference for
Native American Literature or additional information. One source that they recommend
is an Indian-run publishing house that features material for children; American Historian
Press, 1493 Masonic Avenue, San Francisco, CA. Another source is the Native Authors
Distribution Project, The Greenfield Review Press, Middle Grove Road, P. 0. Box 308,
Greenfield Center, NY 12833.
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In summary, any culturally sensitive reading material can be developed into a
series of comprehension activities. The design of the manual allows teachers to observe
how students in the Paschal Sherman Indian School can be guided through
comprehension building with one novel. Teachers who implement the materials will be
able to adapt the procedures to their own selection of culturally sensitive reading
materials.
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Resources for Teacher's Guide
Walk Two Moons
By

Sharon Creech

Vocabulary (VT)
Synonym (VS)

The following section contains selected vocabulary words for each of
the eleven sections of the novel and the Teacher's Guide. Appearing first is
the list of words, followed by a page of the words with a synonym and the
defined word as it is used the text. A transparency for the vocabulary list
and the synonym page is included for the teacher's use in class.
The students may wish to look up the vocabulary word in context.
The page number of where each vocabulary word is located in the novel has
been provided for this purpose.
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Vocabulary Walk Two Moons by Sharon Creech
VT# 1

peculiar
realized

restoring
plaster
chisel
embarrassment
tottery
walloping
stubborn
ornery
extensively
lunatic
dignified
concentration
respectable
diabolic
Chickabiddy
Chanhassen
Salamanca

Pages 1-35
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Synonyms Walk Two Moons by Sharon Creech

(

VS# 1

Pages 1-35

peculiar (2) odd, strange
realized (3) understood
restoring (3) fixing up
plaster (3) liquid material that hardens for walls
chisel (3) metal tool with sharp end
embarrassment (5) self conscious distress
tottery (5) tremble, move unsteadily
walloping (6) very fine or impressive
stubborn (6) not easily controlled, willful
ornery (6) irritable, troublesome
extensively (9) far reaching, broad
lunatic (14) insane
dignified (14) formal, serious expression
concentration (15) extreme mental attention
respectable (15) proper, decent
diabolic (29) devilish, fiendish
The following words are names and do not have synonyms:
Chickabiddy, Chanhassen, Salamanca

(
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Vocabulary Walk Two Moons by Sharon Creech

(

VT # 2

swerved
whispers
wobbled
hankering
jealous
residence
vivid
civilized
temporarily
pandemonium
banister
pnssy

Pages 36-52
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Synonyms Walk Two Moons by Sharon Creech
VS # 2

swerved (37) move abruptly to the side
whispers (38) communicate in a low rustling sound
wobbled (38) feeble, side to side movement
hankering (41) desire strongly
jealous (41) suspicious of a rival
residence (43) place where one lives
vivid (45) bright
civilized (46) orderly, refined
temporarily (46) for a short time
pandemonium (46) wild uproar, tumult
banister (p. 46) handrail
prissy (p. 47) acting overly prim and proper

Pages 36-52
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VT# 3

cinch
gullible
piddly
primitive
elegant
indicating
flinching
champion
identical
zooming
beef-brained
obvious
lugging
tinkering
philosopher
elaborate
proposal

Pages 53-79
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Synonyms Walk Two Moons by Sharon Creech
VS# 3

cinch (54) easy
gullible (54) easily led or deceived
piddly (55) small
primitive (56) old fashioned
elegant ((57) rich, very fashionable
indicating (57) marking, or pointing out
flinching (59) shrink back, wince
champion (61) first place, a winner
identical (61) exactly alike
zooming (62) moving fast
beef-brained (62) mixed up, confused
obvious (63) plainly evident, easily understood
lugging (68) drag, pull
tinkering (69) unskillful fix it job, bungler
philosopher (71) scholarly person
elaborate (71) explain in detail
proposal (77) ask to marry someone

Pages 53-79
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VT# 4
dramatically
malevolent
brilliant
clobbering
deprived
anonymous
puttering
slogging
slashing
sheared
retrieved
blazes
muscular
skimmed
knothole
rummaging
flailed
slithered
trickled
cantankerous
(

trills

Pages 80-101
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Synonyms Walk Two Moons by Sharon Creech
VS #

4

Pages 80-101

dramatically (80) boldly
malevolent (81) spiteful, showing hatred
brilliant (81) super job, excellent
clobbering (82) pounding
deprived 82) missing something
anonymous (p. 84) unknown
puttering (85) moving aimlessly
slogging (85) work hard and steadily
slashing (85) cut with sweeping strokes
sheared (85) cut
retrieved (p. 88) picked up, get something
blazes (p. 91) fire
muscular (p. 93) bulging muscles, strong
skimmed (p. 94) pass swiftly over
knothole (94) hole in a tree where knot came out
rummaging (95) search thoroughly
flailed (95) strike or swing at something
slithered (95) slip or glide snakelike
trickled (95) flow in thin gentle stream
cantankerous (p. 98) quarrelsome
trills (100) sing or utter with vibrations, warble
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VT #5

whacking
crotchety
memones
half-heartedly
junkyard
mechanics
genius
com pan son
rotten
permanent
existence
tantrums
refresh
cavorted
mythology
capable

Pages 102-120
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Synonyms Walk Two Moons by Sharon Creech
VS #5

Pages 102-120

whacking (102) to strike or hit with a loud blow
crotchety (102) odd
memories (104) past events remembered
half-heartedly (p. 104) uninterested, not enthused, act bored
junkyard (108) wrecking yard
mechanics (108) repair person
genius (108) intelligent, very smait
comparison (109) examine for alike or difference
rotten (109) unpleasant
permanent (110) lasting
existence (111) live, to have life
tantrums (111) fit of bad temper
refresh (114) bring back
cavorted ( 116) prance around
mythology (116) myths about gods & heroes
capable (119) having ability or power to do something
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VT #6
approached
cardigan
skittish
genuine
console
amnesia
distinctive
''smoothbeautifully''
reassurance
duplicate
malinger
farfetched
gorges
world-weary
plummeted
outcroppings
e. e. cummings

Pages 121-151
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Synonyms Walk Two Moons by Sharon Creech
VS #6

Pages 121-151

approached (122) come close
cardigan (132) collarless sweater opens down front
skittish (133) wary, easily spooked or frightened
genuine (134) the real thing
console (135) soothe or comfo1t
amnesia (137) abnormal loss of memory
distinctive (122) clear unmistaken impression
"smoothbeautifully" (123)
reassurance (128) calm down, take away fear
duplicate (130) same as another one, identical
malinger (132) pretend to be ill to avoid work
farfetched (140) unbelievable
gorges (143) narrow ravines
world-weary (144) extremely tired or worn out
plummeted (150) drop straight down
outcroppings ( 143) coming out of bedrock
e. e. cummings no synonym, the author of the poem in the text

(
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(

VT# 7

raspy
tentatively
unidentifiable
cholesterol
lentil
unadulterated
muesli
slouch
migraine
besieging
quivenng
persuasion
plagues
gremlins
occurred
careening
Sioux
somberly

Pages 152-180
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Synonyms Walk Two Moons by Sharon Creech
VS # 7

Pages 152-180

raspy (153) speak in a grating tone
tentatively (153) uncertain, hesitant
unidentifiable (154) can not recognize
cholesterol (157) substance in food, clogs aiteries
lentil (160) flat bean used by vegatarians
unadulterated (160) pure, unmixed
muesli (161) cereal or grain
slouch (165) loose posture, not straight
migraine ( 166) severe headache
besieging ( 170) ask the same thing over and over
quivering ( 172) shake, tremble, or quake
persuasion ( 173) convince someone
plagues ( 174) destruction, disease
gremlins ( 174) gnome like creature
occurred (176) happened
careening ( 178) sway from side to side
Sioux (179) Native American Tribe
somberly ( 179) serious
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VT#8
nevermore
uniform
twitched
sergeant
coincidence
annoying
reluctant
Braille
particular
ghastly
permanent
haunt
visualize
horrid
dynamite
incredible
omnipotent
idiot
recognized
"grandiful" and "peculible"

Pages 181-204
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VS# 8

Pages 181-204

nevermore (182) never again
uniform (184) distinctive clothing for groups, army
twitched (185) sudden jerk or motion
sergeant (186) officer in the police force
coincidence ( 187) something that happens within reason
annoying (189) bother or act like a pest
reluctant (190) not willing
Braille (191) reading by touch, bumps on pages
particular (192) specific one
ghastly (192) shocking, death like
permanent (194) lasting
haunt (195) reappear continually
visualize ( 196) form a mental image
horrid (197) awful, disgusting
dynamite (199) super, awesome
incredible (199) terrific
omnipotent (p. 201) all powerful
idiot (204) stupid, ding-bat
recognized (204) identify
"grandiful" "peculible" (created words for the novel)

77

Vocabulary Walk Two Moons by Sharon Creech
VT# 9

barreled
gabbled
geyser
gnawing
nonchalantly
symbols
magnificent
apologize
emergency
scrabbly
radiator

Pages 205-225
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Synonyms Walk Two Moons by Sharon Creech
VS # 9

Pages 205-225

barreled (205) hurried or rushed
gabbled (205) jabbered
geyser (206) hot spring shoots up steam & water off & on
gnawing (209) chewing
nonchalantly (210) cool, collected, composed
symbols (214) something that represents or stands for an idea or
an item
magnificent (214) wonderful
apologize (218) say you were sorry
emergency (220) hospital room to admit serious life threatening
accidents or illnesses
scrabbly (223)

uneven rough ground

radiator (p. 224) car pait that keeps water under pressure
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VT # 10

piddly
<linger
ogling
transplanted
consecutive
disguise
criminal
investigation
percolating
reception
roster
scene
planked
disgusting
prejudgments
agitated
vacuumed
wreck

Pages 226-250
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Vocabulary Walk Two Moons by Sharon Creech
VS# 10

Pages 226-250

piddly (226) small
<linger (226) treacherous
ogling (226) look at in a flirty way
transplanted (228) move from one place to another
consecutive (229) all in a row, one right after another
disguise (231) to change one's appearance
criminal (232) against the law
investigation (232) to track or study, find clues
percolating (234) bubbling up
reception (234) greeting or check in area
roster (235) list of names
scene (237) view
plonked (240) hit
disgusting (240) gross, horrible
prejudgments (241) decide ahead of time
agitated (241) stirred up, emotionally worried
vacuumed (243) sucked up
wreck (244) emotional mess
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VT# 11
bountiful
quizzical
noggin
rattly
nuzzled
dribble
abandoned
metallic
grotesquely
scour
legitimate
engraving
endangering
crumpled
axe-wielding
Estsanatlehi

Pages 251-280
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Synonyms Walk Two Moons by Sharon Creech
VS# 11

Pages251-280

bountiful (252) large
quizzical (253) puzzled
noggin (253) head
rattly (255) noisy
nuzzled (258) snuggle, nestle
dribble (259) drip slowly
monitor (259) watch carefully
abandoned (262) left
metallic (262) made from metal
grotesquely (264) bizarre
scour (265) examine thoroughly
legitimate (266) lawful
engraving (267) etched into stone or wood
endangering (269) place in harm's way
crumpled (273) wrinkled
axe-wielding (277) carrying an axe
Estsanatlehi (278) name of a woman who never died in Navaho
story
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Resources for Teacher's Guide
Walk Two Moons
By

Sharon
Creech
Reading Response Questions (RRQ)
Reading Response Key (RRK)

The following section contains questions for users of this manual to
illicit discussion among the students centered on the text, as students gain
experience in comprehension strategies. Following each section of
questions a key is provided for the teacher with answers from the text related
to the text. For questions that require an opinion answer, specific answers
are not provided. The instructor will need to judge the appropriateness of
answers based on her/his reading of the section. Students may refer to the
transparency, "Criteria for Answering Reading Response Questions" as a
guide for modeling their responses located on page 115 of this Manual.
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Reading Response Questions
Section# 1
Pages 1-35

(

1. What do you think this sentence from page 7 means: "My father says I lean on

broken reeds and will get a face full of swamp mud one day?"

2. What are some of the feelings Sal experienced in her new school?

3. What does this quote from page 14 mean; " ... if people expect you to be brave,
sometimes you pretend that you are, even when you are frightened down to your
very bones?"

4. Why did Sal say she didn't like blackberries (p. 22)?

5. How are the Winterbottoms like Sal's grandparents-the Pickfords?

6. Do you think it is a good idea to leave some Blackberries for the birds and
rabbits? Why or why not?
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Key Section fl 1
Reading Response Questions
Pages 1-35

1. What do you think this sentence from page 7 means: "My father says I lean

on broken reeds and will get a face full of swamp mud one day?" When Sal's
father said she leaned on broken reeds, 1 think he meant she depended on
things that weren't dependable, and some day it would embarrass her.
2. What are some of the feelings Sal experienced in her new school?
Sal experienced feeling different from the others in the way she looked and the
way she spoke.
3. What does this quote from page 14 mean; " ... if people expect you to be
brave, sometimes you pretend that you are, even when you are frightened
down to your very bones?" Inferential answer, accept those that incorporate
ideas from the text or substantiate the quote.
4. Why did Sal say she didn't like blackberries (p. 22)? Sal said she didn't like
blackberries because they reminded her of her mother and made her sad.
5. How are the Winterbottoms like Sal's grandparents-the Pickfords? The
Winterbottoms reminded Sal of her grandparents because they acted stiff,
extremely polite, and very respectable.
6. Do you think it is a good idea to leave some Blackberries for the birds and
rabbits? Why or why not? An opinion answer. Give credit for the answer as
long as the students present a reason for their opinion.
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Reading Response Questions
Section# 2
Pages 36-52
1. What did Sal discover about herself after her Mom had been gone for about two

weeks?

2. Describe the pandemonium at the Finney's house.

3. What do you think Ben is thinking about Sal? What evidence supports your
ideas?

4. Why didn't Phoebe's mother want her husband to know about the stranger who
came to the house ("potential lunatic")?

87

Key Section # 2
Reading Response Questions
Pages 36-52
1. What did Sal discover about herself after her mom had been gone for about two

weeks? Sal discovered that she could be happy for herself after her mom had
been gone for two weeks. Before she was like a mirror, if her mom was happy or
sad she would be the same.
2. Describe the pandemonium at the Finney's house. At the Finney's house there
were footballs and basketballs lying all over, boys sliding down the banister,
everyone talking and interrupting, or complete pandemonium.
3. What do you think Ben is thinking about Sal? What evidence supports your
ideas? I think Ben kind of likes Sal, like a boyfriend, because he mashed his lips
into her collarbone.
4. Why didn't Phoebe's mother want her husband to know about the stranger who
came to the house ("potential lunatic")? This will be an opinion statement, so
accept reasonable answers.
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Reading Response Questions
Section# 3
Pages 53-79
1. Why is Sal thinking to herself, "hurry, hurry, rush, rush"?

2. On page 58, who was dancing in the middle of the circle? What clues from the
text tell you (without telling you) who is in the center?

3. Why is Sal so afraid of being left alone?

4. What is a "champion worrier"?

5. Does Sal like what is taking place between her and Ben? Use
evidence from the text to answer the question.

6. Does Gram and Gramps really love Sal? What clues tell you they do
or they don't?

7. Is it possible to judge the type of person by the way they treat their
animals? Why or why not?
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Key Section# 3
Reading Response Questions
Pages 53-79
1. Why is Sal thinking to herself, "hurry, hurry, rush, rush"? Sal is thinking "huny"

because she wants to get to Idaho before her mom's birthday and she thinks her
grandparents goof off and may not make it there.
2. On page 58, who was dancing in the middle of the circle? What clues from the
text tell you (without telling you) who is in the center? Sal's gram is dancing in
the middle of the circle. The clue is that she was wearing white flat shoes and she
said, "huzza-huzza."
3. Why is Sal so afraid of being left alone? Sal is afraid of being left alone because
her mom left her.
4. What is a "champion worrier"? A champion worrier is the best worrier or one
who worries a lot.
5. Does Sal like what is taking place between herself and Ben? Use
clues from the text to answer the question. Sal sort of likes it when Ben pays
attention to her, she said she had an odd sensation, like a little creature crawling
up her spine. It wasn't a horrible sensation, more light and tickly.
6. Does Gram and Gramps really love Sal? What clues tell you they do
or they don't? I think Gram and Cramps really love Sal, because they are taking
her all the way to Idaho, they are interested in her story, and they take care of her
while they travel.
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Section ff 3

7. Is it possible to judge the type of person by the way they treat their
animals? Why or why not? This is an opinion answer so give credit as long as
the student substantiates their answer.
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Reading Response Questions
Section fl 4
Pages 80-101
1. Why were the students reluctant to let Mr. Birkwell read their journals?

2. Describe the activities Mrs. Cadaver was perfonning in and around her garden.
(Be sure and use the descriptive words used in the text.)

3. What conclusion had Phoebe jumped to concerning Mrs. Cadaver?

4. What do you think the boy at the lake intended to do when he rummaged through
Gramps pants pockets?

5. Why was Sal feeling cantankerous on the morning they left the hospital?

6. On the morning Sal's father left for Lewiston Idaho, why did she climb up into
the maple tree and stay until evening?
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Key Section# 4
Reading Response Questions
Pages 80-101

1. Why were the students reluctant to let Mr. Birkwell read their journals? The

students were reluctant to let Mr. Birkwell read their journals because they had
written private things about their classmates that they didn't want read.
2.

Describe the activities Mrs. Cadaver was performing in and around her garden.
(Be sure and use the descriptive words used in the text.) Mrs. Cadaver was
slogging and slashing in her garden. She hacked branches off trees and hauled
them to the back of her lot and lumped them into piles of branches.

3. What conclusion had Phoebe jumped to concerning Mrs. Cadaver? Phoebe
jumped to the conclusion that Mrs. Cadaver had murdered her husband, chopped
him up, and buried him in the back yard.
4. What do you think the boy at the lake intended to do when he rummaged through
Gramps pants pockets? I think the boy intended to rob Gramps when he
rummaged through his pants pockets.
5. Why was Sal feeling cantankerous on the morning they left the hospital? Sal was
feeling cantankerous when she left the hospital because she didn't get any sleep,
was worried about Gram, and still wanted to get to Lewiston, Idaho.
6. On the morning Sal's father left for Lewiston Idaho, why did she climb up into
the maple tree and stay until evening? Sal climbed up in the maple tree because
she wanted to hear it sing and she missed her mom and wanted to feel close to
her.
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Reading Response Questions
Section# 5
Pages 102-120
1. What might be some things that would matter for a lifetime?

2. Describe the characteristics of Sal's father. (Use details from the text in your
answer.)

3. Why did Sal's father write the name Chanhassen, not Sugar, on the new cement
after he had chipped away the plaster and revealed the hidden fireplace?

4. What did Sal's father mean by: " ... we have to leave because your mother is
haunting me day and night?"

5. Why is Mrs. Winterbottom so nervous and worried (p. 119)?
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Key Section it 5
Reading Response Questions
Pages 102-120
1.

What might be some things that would matter for a lifetime? This will be an
opinion answer.

2. Describe the characteristics of Sal's father. (Use details from the text in your
answer.) Sal's father is kind, good, plain and simple. He loved being a farmer
because he could be in the real air. He liked to touch the earth, the wood, and
animals. He did not like being sealed up inside with nothing real to touch.
3. Why did Sal's father write the name Chanhassen, not Sugar, on the new cement
after he had chipped away the plaster and revealed the hidden fireplace? Sal's
mom was interested in finding out about her "real" self or what she said was the
Chanhassen part of her.
4. What did Sal's father mean by: " ... we have to leave because your mother is
haunting me day and night?" When Sal's father said your mother is haunting me,
he meant that everything on the farm reminded him of her; the air, barn, walls,
trees, and fields. It pained him to know that she wasn't coming back.
5. Why is Mrs. Winterbottom so nervous and worried (p. 119)? This will be an
opinion answer because the text does not explicitly state why she was nervous and
went around locking all the doors
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Reading Response Question
Section# 6
Pages 121-151
1. What memories did Sal write about in her journal for Mr. Birkwells's class?

2. What identical designs did Ben and Sal draw when Mr. Birkwell directed the class
to draw something without thinking?

3. Why did Phoebe's father think she was malingering when she refused
to get up and go to school?

4. What clues led to the assumption that Mrs. Winterbottom had NOT
been kidnapped?

5. What happened to Sal 3 weeks before her mother was due to have a baby?

6. After the baby died what happened to Sal's mother?
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Key Section # 6
Reading Response Questions
Pages 121-151
1.

What memories did Sal write about in her journal for Mr. Birkwells's class? Sal
wrote memories about her mother in the journal for Mr. Birkwells's class. She
wrote about kissing all different kinds of trees, oaks, maples, elms, birches, and
mixed in with each tree's own taste was the slight taste of blackberries.

2. What identical designs did Ben and Sal draw when Mr. Birkwell directed the class
to draw something without thinking? Sal and Ben both drew a circle with a
maple leaf in the center, the tips of the leaf touching the sides of the circle.

3. Why did Phoebe's father think she was malingering when she refused
to get up and go to school? Phoebe's father knew she was worried that her mom
had lef,t but he said there was nothing they could do about it and she shouldn't
try to pretend to be sick to avoid work.

4. What clues led to the assumption that Mrs. Winterbottom had NOT
been kidnapped? The clues that point to Mrs. Winterbottom planning her
departure were the notes she left, the food prepared in the freezer, and the call to
Mrs. Cadaver to check on her family.

5. What happened to Sal 3 weeks before her mother was due to have a baby? Sal
fell out of a tree three weeks before Sal's Mom was due to have a baby.

6. After the baby died what to Sal's mother? Sal's mom was very different after she
had the baby, she would forget what she was doing, wandered around, and
wanted to find out more about her "real" self. She also wanted more babies, but
had an operation that prevented her from having more children.
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Reading Response Questions
Section# 7
Pages 152-180
1. Explain what you think this message means: "You can't keep the birds of sadness

from flying over your head, but you can keep them from nesting in your hair."

2. Why was Phoebe acting like such a brat at the Finney's house?

3. Do you think Phoebe had a good reason to act so bratty? Why or why not?

4. Why do you think Sal is willing to continue her friendship with Phoebe even
though she feels like "dumping her cholesterol-free body out the window?

5. Why did Sal think her mom would have been upset to see all the president's faces
carved up on the rocks at Mt. Rushmore?

98

Key Section# 7
Reading Response Questions
Pages 152-180

1. Explain what you think this message means: "You can't keep the birds of sadness

from flying over your head, but you can keep them from nesting in your hair."
.

This is an opinion but the students may talk about not dwelling on sadness and
getting on with life when unfortunate things happen.

2. Why was Phoebe acting like such a brat at the Finney's house? Phoebe was
acting like a brat at the Finney' s because she was worried about her mom's
disappearance.

3. Do you think Phoebe had a good reason to act so bratty? Why or why not? An
opinion answer but an explanation for their response needs to be given.

4. Why do you think Sal is willing to continue her friendship with Phoebe even
though she feels like "dumping her cholesterol-free body out the window?
I think Sal might feel sorry for Phoebe because she knows how it feels to loose
someone she loves. Maybe she thinks she can help Phoebe adjust and get on with
her life because she has made adjustments in her life.

5. Why did Sal think her mom would have been upset to see all the president's faces
carved up on the rocks at Mt. Rushmore? Sal thought her mom would have
wanted an Indian leader's face up on Mt. Rushmore because the land had been
taken from the Sioux and the Badlands were sacred to them.
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Reading Response Questions
Section #8
Pages 181-204
1. What clues are given that Sergeant Bickle did not take Sal and Phoebe seriously

in their accusation of murder?

2. Explain your interpretation of this quote: "You can't keep the birds of sadness
from flying over your head, but you can keep them from nesting in your hair
(p. 185)."

3. Why did Sal think it was sadder when Mr. Winterbottom cried than when her
own father cried?

4. Do you think Mr. Birkwell is a good teacher? Why or why not?

5. Who do you think is leaving the messages? Include clues from the text to
support your guess.
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Key Section # 8
Reading Response Questions
Pages 181-204
1. What clue is given that Sergeant Bickle did not take Sal and Phoebe seriously

2.

in their accusation of murder? The clue that Sergeant Bickle did not take them
seriously was that as Phoebe talked Sal noticed the corners of his mouth twitched
slightly.

2. Explain your interpretation of this quote: "You can't keep the birds of sadness
from flying over your head, but you can keep them from nesting in your hair (p.
185)." This is an opinion, but the students may talk about sad stuff coming to
everyone, but the way it is handled would relate to not letting it get you down.
2. Why did Sal think it was sadder when Mr. Winterbottom cried than when her own
father cried? Sal thought her father was the sort of person you would expect to
cry, but she never expected Mr. Winterbottom, stiff Mr. Winterbottom to cry.
3. Do you think Mr. Birkwell is a good teacher? Why or why not? Opinion answer
but the why or why not part must be addressed.
4. Who do you think is leaving the messages? Include clues from the text to support
your guess. Opinion, but text clues must be given.
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Reading Response Questions
Section# 9
Pages 205-225

1. Describe what this quote means: "Gramps barreled through Wyoming like a

house afire (p. 205)."

2. What happened in the classroom when Mr. Birkway read portions of the
student's journals?

3. Why did Mr. Birkway come to Phoebe's house (p. 218)?

4. Describe how Gramps feels about Gram by using examples from the text.

5. How did Mrs. Partridge become blind?
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Reading Response Questions
Key Section# 9
Pages 205-225

I.

Describe what this quote means: "Gramps barreled through Wyoming like a
house afire (p. 205)." This quote means that Gramps drove really fast since a
house on fire would burn really fast.

2.

What happened in the classroom when Mr. Birkway read portions of the
student's journals? When Mr. Birkway read portions of the journals the
students were able to figure out who wrote them and who they were about.
The students got mad at each other. Some of the students started making
excuses for their actions or denied doing certain things.

3.

Why did Mr. Birkway come to Phoebe's house (p. 218)? Mr. Birkway came
to Phoebe's house to apologize for reading the journals out loud. He also
explained that Mrs. Cadaver was his sister and she didn't murder her husband.

4.

Describe how Gramps feels about Gram by using examples from the text.
Gramps loved Gram because he took care of her, was concerned about her
health, was jealous when she stayed with the egg man, he stayed married to
her for a long, long time.

5.

How did Mrs. Partridge become blind? Mrs. Partridge lost her sight when a
drunk driver rammed into her son's car (her son was Mr. Cadaver). Margaret
(Mrs. Cadaver was the nurse on duty when they brought in her husband and her
mother.
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Reading Response Questions
Section# 10
Pages 226-250
1.

Why did Sal feel like a "quivering pile of jelly"as she traveled through
Montana (p. 227)?

2.

Do you think it would be hard for a teacher to apologize to a class? Why or
why not?

3.

How did Sal's mom act after she lost the baby?

4. What kind of a hospital was Ben's mom in? Why did she need to be
hospitalized?

5.

After Prudence and Mr. Winterbottom cleaned the house, why did they mess it
up again?

6. Why does Mrs. Winterbottom think she is NOT respectable?
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Key Section # 10
Reading Response Questions
Pages 226-250
1.

Why did Sal feel like a "quivering pile of jelly" as she traveled through
Montana (p. 227)? Sal felt like a "quivering pile ofjelly" as she was traveling
through Montana because she visualized smashing into a truck 01· camper, or
plunging down a cliff.

2. Do you think it would be hard for a teacher to apologize to a class? Why or
why not? Opinion, students need to answer the why or why not portion.
3. How did Sal's mom act after she lost the baby? After Sal's mom lost the baby
she was changed for a lifetime. She couldn't have any more children and she
was determined to find out her "real" self.
4. What kind of a hospital was Ben's mom in? Why did she need to be hospitalized?
Ben's mom was in a mental hospital. She needed to be hospitalized to get better
and because she wasn't in her right mind and needed to be safe.
5. After Prudence and Mr. Winterbottom cleaned the house, why did they mess it up
again? Prudence and Mr. Winterbottom messed up the house again because they
wanted Mrs. Winterbottom to know that they needed her.
6. Why does Mrs. Winterbottom think she is NOT respectable? Mrs. Winterbottom
thinks she is not respectable because she lived a lie by not telling her family she
had a son when she was younger.
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Reading Response Questions
Section# 11
Pages 251-280
1. Mrs. Partridge uses some strange words like "peculible" and "grandiful." What

do

you think is the meaning of these two words? (grandiful p. 253 and peculible p. 254)
2. Why wouldn't Gramps leave Gram's side even when the intern told him she was
unconscious?
3. Do you think Gramps knew Sal would drive the car by herself when he gave her the
keys?
4. Why did Sal's grandparents take her all the way to Idaho when they knew that her
mother had died in the bus accident?
5. How did Sal's feelings change toward Margaret from the beginning of the book to the
end?
6. What do you predict might happen between Ben and Sal?
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Reading Response Questions
Key Section # 11
Pages 251-280
1. Mrs. Partridge uses some strange words like "peculible" and "grandiful". What

do you

think is the meaning of these two words? (grandiful - p. 253 and

peculible - p. 254) I think "peculible" means strange or peculiar and
"grandiful" means a combination of wonderful and grand. Accept reasonable
answers.
2. Why wouldn't Gramps leave Gram's side even when the intern told him she was
unconscious? Gramps wouldn't leave Gram's side because he loved her and had
been with her for 51 years and wasn't going to leave her for anything.
3. Do you think Gramps knew Sal would drive the car by herself when he gave her

the keys? (Include clues from the text in your answer.) An opinion answer is
needed, but students should include some details or clues from the text.
4. Why did Sal's grandparents take her all the way to Idaho when they knew that her
mother had died in the bus accident? Sal's grandparents knew Sal needed to
come to grips with her Mom's reasons for leaving and, her sadness over losing
the baby. Her grandparents loved her and thought they could help her cope with
her loss by traveling the road her mom had traveled.

5. How did Sal's feelings change toward Margaret from the beginning of the book to
the end? At the beginning of the book Sal did not like Margaret at all and did not
want her dad to have anything to do with her. In the end of the book she
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understood that her dad needed to learn about her mom's last days through the
person who had been with her right before she died.

6. What do you predict might happen between Ben and Sal? This will be an opinion
but details like being friends in the future based on Ben giving Sal a chicken and
r.alling it Blackberry, and Sal wanting to get some blackberry kisses from Ben
might mean she wants him to be her boyfriend. At least we know Ben plans on
visiting her in Bybanks, Kentucky.
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www.town-usa.com/states.html

Please note: Content on this page was redacted due to copyright concerns.
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Resources for Teacher's Guide

Walk Two Moons
By Sharon Creech
Graphic Organizers (GO)
The graphic organizer's section contains materials to improve
students' comprehension of the selected text. The materials will be used in
practice as well as in evaluation activities. Not every section has a graphic
organizer. The organizers are labeled by topic. Some of the topics include
prediction, inference, T-charts, and cause/effect. The page number the
transparency is found on will be indicated in the Teacher's Guide.
Transparencies have been made of all the graphic organizers to enable
the instructor to model new strategies as they are covered in the guide.
When student copies of the graphic organizers are required for the activities
in the Guide, the instructor will need to make copies from the master.
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STRATEGY FOR CLARIFYING
TEXT

1. Admit that a portion of the text is unclear
2. Reread the section that doesn't make sense
3. Think aloud or muse about possible meanings
4. Read ahead to see if the passage is explained
5. Go back in the text to see if you've missed something
6. Ask for help from a partner

(Use a dictionary if a word meaning is causing you problems)
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Graphic Organizer for Asking Questions
Directions: While reading put a sticky note with a Q on it to mark where you had a
question from a picture or quote in the text. Go back and write an answer.

Quote or Picture from Text

Quote or Picture from Text

Quote or Picture from Text

My Question

My Question

My Question

Possible Answers

Possible Answers

Possible Answers

Adapted from: Harvey, S., and Goudvis, A., (2000). Strategies that work:
Teaching comprehension to enhance understanding, Portland, MA:
Stenhouse.
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Graphic Organizer for Visualizing
Directions: When you get a clear picture in your mind put a sticky note with a V on it to
mark where you had a "mind movie" than enhanced your understanding. Go back and
draw or write what you visualized.

Quote from Text

What I Visualize

Quote from Text

What I Visualize

Quote from Text

What I Visualize

Adapted from: Harvey, S., and Goudvis, A., (2000). Strategies that work: Teaching

comprehension to enhance understanding. Portland, MA: Stenhouse.
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Graphic Organizer for Making Inferences
Directions: Using a small strip of sticky note, put a "I" when you find you have made an
inference. Write down the phrase or quote that triggers your inference. Remember an
inference is not in the book, but in your head.

Quote or Picture from Text

Quote or Picture from Text

Quote or Picture from Text

My Inference

My Inference

My Inference

Adapted from: Harvey, S., and Goudvis, A., (2000). Strategies that work: Teaching
comprehension to enhance understanding. Portland, MA: Stenhouse.
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Graphic Organizer for Making Predictions
Directions: Using a small strip of sticky note, put a "P" when you find you have made a
prediction. Write down the phrase that triggers your prediction. Check confirmed or
contradicted.

Quote or Picture
from Text

Prediction

Confirmed

What Happened

Contradicted

Quote or Picture
from Text

Prediction

Confirmed

What Happened

Contradicted

Quote or Picture
from Text

Prediction

Confirmed

What Happened

Contradicted

Adapted from: Harvey, S., and Goudvis, A., (2000). Strategies that work: Teaching
comprehension to enhance understanding. Portland, MA: Stenhouse.

115

Graphic Organizer for Synthesizing Infonnation
Directions: While reading put a sticky note with SZ on it to mark where you had
new thinking from a picture or quote embedded in the text.

Quote or Picture from Text

Quote or Picture from Text

New Thinking

New Thinking

Adapted from: Harvey, S. , and Goudvis, A., (2000). Strategies that work: Teaching
comprehension to enhance understanding, Portland, MA: Stenhouse.

116

GRAPHIC ORGANIZER FOR CAUSE AND EFFECT

List an event in the novel that is the cause or causes for an effect that follows.
The causes may be multiple or just one item but the cause must make the effect happen.

Imported from: www.spctriningn.co.uk/c55.htrnl Retrieved: June 24, 2004.

Please note: Content on this page was redacted due to copyright concerns.

117

GRAPHIC ORGANIZER FOR COMPARE/CONRAST
AND CAUSE/EFFECT
T-CHART

DIRECTIONS: For a cause and effect, write cause on one side of the "T" and
effect on the other, making sure that they line up with each other.
For a "compare contrast" put one item on one side of the "T" and the other item
opposite the first one. They can be in random order because it is basically a list of
characteristics.
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GRAPHIC ORGANIZER FOR COMARE/CONRAST
AND CAUSE/EFFECT
T-CHART

DIRECTIONS: For a cause and effect, write cause on one side of the "T" and
effect on the other, making sure that they line up with each other.
For a "compare contrast" put one item on one side of the "T" and the other item
opposite the first one. They can be in random order because it is basically a list of
characteristics.
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T CHART EXAMPLE
Omak Middle School

Paschal Sherman

Kids go home every night

Kids live in the dorm

Have pep assemblies

Have Pow-Wows

Public School

Private School

No reflection classes

Jesuits teach reflection

Has a Salish club

All grades have Salish

After school detention

Saturday school
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CRITERIA FOR ANSWERING
READING RESPONSE QUESTIONS

Check your answers, then check your partner's
answers for each of the 3 items.

1. Has the question been restated in the answer?

2. Are details or clues from the text included in the
answer?

3. Does the answer actually answer the question?
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Reading Comprehension
CHAPTERS
SUMMARY
The purpose of this project was to create a Teacher's guide for reading
comprehension strategies that addresses the culture of Colville adolescents with reading
difficµlties

who .attrnd Paschal Sherman Indian School in Omak, Washington.

A

bifurcated approach to the literature was undertaken to examine the historical
ramifications for public education of Native American youth along with the need for
explicit teaching of comprehension strategies for all adolescents provides the justification
for this project. Since reading comprehension provides the foundation that other
academic content areas build upon, this project's focus on facilitating comprehension will
cany over to all learning. Therefore, when students learn to comprehend in one setting
the skills learned will benefit them in all curricular areas.
Colville Tribal Elders discussed the comprehension strategies with the author and
provided sensitive insights for using them with the middle school students at Paschal
Sherman. Evidence supports the existence of a wide variety of tribal cultures existing
within our nation. Therefore, it is wise to seek local approval before implementing new
curricula, thus the inclusion of this process in designing the Teacher's Manual-the
product of the project.
Recommendations
For teachers who are not Native American, it is imperative that they become
familiar with Colville Tribal values, to successfully teach at Paschal She1man Indian
School. Attending Pow-Wows, spending time with members of their student's family,
attending student sporting events, and becoming involved outside of school hours are
54
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ways to learn Colville values. It is also recommended that the teacher who uses this
Guide become familiar with some rudimentary words from the Salish language and
incorporate them into the teaching of comprehension skills. Based on this writer's
experience students can discern teachers who truly accept them as the tribal members that
they are, and those teachers who are out to "change" them. So, it is extremely important
that the teachers who use this Guide, highly value each student as a unique tribal member
and a valued contributor to the class.
Since this Teacher's Guide is based on the genre ofrealistic fiction, it is
recommended that it also be applied to other genres ofliterature. Within the Colville
Tribe there aren't many written legends, but there are oral legends that could be recorded
and applied to these comprehension strategies. The writer will be available to help
teachers implement the principles contained herein to other materials.
Another recommendation would be to compile data on baseline comprehension
achievement in core classes and perform frequent curriculum bases assessments after
students have implemented the strategies that were emphasized in this Guide. Sharing
these reading comprehension strategies with the Middle School content area teachers and
offering to assist them in implementing them in their classrooms, will provide the needed
support to ensure that students become more proficient in comprehending all reading.
The biggest positive impact this Teacher's Guide can make is to prepare teachers,
and substitute teachers, at Paschal Sherman Indian School to become more sensitive to
the culture of their Native American students. Much of the literature emphasizes a need
for teachers to embrace the unique qualities that students bring with them to class and not
try to fit them into a predetermined mold. It is important to remember the wealth of

Reading Comprehension 56
learning Native American youth have experienced from family interactions prior to their
adolescent years. That wealth of experience can be tapped as a resource to enrich their
comprehension. The caution for educators is to refrain from criticism when language or
culture does not match the dominant culture.
Limitations
The author has not had the opportunity to field test this Teacher's Guide in a
classroom setting. Individual components of the Guide have been field tested with
students in the 6'h grade at Paschal Sherman Indian School. Cooperative learning has
been implemented successfully using authentic texts during our Success for All ninety
minute reading blocks. One of the purposes in developing this Guide is to present a
comprehensive, sequential, format for teach reading comprehension at the middles school
level because our school does not have a reading program designed for the middle grades.
The readability of this text is not on grade level for 7th graders, but it has already been
documented that a large percentage of our students are reading below grade level.
The reading comprehension strategies presented in the Guide are more applicable
to a narrative selection. However, visualization, summarization, think alouds,
clarification, questioning strategies, background knowledge, and cooperative learning
would be adaptable for expository text. The one element that would not be applicable to
expository text would be the story structure strategy.
Conclusion
Focusing on reading comprehension improvement in the culturally rich
environment of Paschal Sherman Indian School will help adolescents gain skills as
Rehyner (1992) states for becoming" ... productive tribal members, informed citizens,
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and problem solvers of the future ... " (p. 166). Insight from Colville Tribal Elders
validated the specific relevance to the research from global multicultural pedagogy.
Teachers ofreading and other content areas may be able to access the strategies presented
in this Guide and incorporate them into their specific curriculum areas, while
acknowledging their Native American students' unique cultural contributions.
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